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Abstract 
Australian and international government policies aim to increase the supply of 
Early Childhood Teachers in early childhood education and care (ECEC) in an endeavour 
to ensure the greatest impact on children’s learning outcomes and successful transition to 
formal school. Amongst the current reforms in ECEC in Australia, is the requirement for 
four-year university degree qualified Early Childhood Teachers to be employed to 
provide a preschool education program for children in the year prior to school entry. 
Realisation of this policy goal, however, is being hampered by teacher shortages in some 
areas and the ongoing challenge of attracting and retaining qualified teachers in ECEC, in 
particular, within long day care. This problem was the impetus for the empirical research 
that is reported in this thesis. The research is a case study, using the theoretical 
framework of social constructivism, to investigate what keeps Australian Early Childhood 
Teachers working in long day care. This study draws on the perspectives of Early 
Childhood Teachers in long day care to enhance understanding of why Early Childhood 
Teachers choose to stay working in long day care. Looking at the ecology of long day 
care, at this point in time, the study identifies individual and contextual factors that have 
enabled and challenged these teachers’ experience of working in long day care. The study 
findings offer insight on practical opportunities and strategies to support the recruitment 
and retention efforts in ECEC.   
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Chapter 1: Introduction 
In Australia, over 150,000 early childhood education and care (ECEC) educators 
are employed in over 16,000 approved services and work with more than one million 
children (Australian Government Productivity Commission, 2014). Given the evidence 
that early relationships and experiences have a significant and lasting influence on early 
learning, development and wellbeing (Camilli, Vargas, Ryan, & Barnett, 2010), a 
professional and skilled ECEC workforce is imperative to provide children with the best 
opportunities to succeed in school and life (Bretherton, 2010; Phillips, Mekos, Scarr, 
McCartney, & Abbott-Shim, 2000; Tayler, Ishimine, Cloney, Cleveland, & Thorpe, 
2013). This chapter outlines the background, context and purpose of the research into 
what keeps Australian Early Childhood Teachers working in long day care. 
Background 
Government policies in Australia and numerous other countries aim to increase 
the supply of Early Childhood Teachers in order to improve the quality of ECEC services. 
A key initiative in the Australian Government’s National Early Childhood Reform 
Agenda is to provide access to a high-quality, early childhood education program for all 
preschool aged children, delivered by a degree-qualified Early Childhood Teacher, for 15 
hours per week, in the year before full-time schooling (Department of Education, 
Employment and Workplace Relations [DEEWR], 2013a). A growing body of literature, 
across a number of countries, links educator qualifications to improved educational 
outcomes for children (Australian Children’s Education and Care Quality Authority 
[ACECQA], 2013; Choy & Haukka, 2010; Council of Australian Governments [COAG], 
2009; Rodd, 2007; Sims, 2010; Sylva, Melhuish, Sammons, Siraj-Blatchford, & Taggart, 
2010; Tayler, 2011; Tayler et al., 2013; Thorpe, Boyd, Ailwood, & Brownlee, 2011). In 
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particular, the influential English longitudinal study Effective Provision of Preschool 
Education (Sylva, Melhuish, Sammons, Siraj-Blatchford, & Taggart, 2004) found that 
children made more progress in cognitive and socio-behavioural learning in preschool 
centres where educators had higher qualifications. The study concluded that having early 
childhood qualified teachers working with children in preschool settings, had the greatest 
impact on the quality of the educational program and, thereby had the greatest impact on 
children’s learning outcomes and transition to formal school. 
The study is situated within the policy context and research evidence of educator 
qualifications as a key quality determinant in ECEC and public policy supporting 
increased numbers of Early Childhood Teachers in long day care (COAG, 2009). The 
study addresses the enduring problem of attracting and retaining Early Childhood 
Teachers in long day care, a problem identified in much of the Australian literature in this 
field (See Boyd, 2012; Irvine & Farrell, 2013; Rodd, 2007; Sims, 2010; Sumsion, 2002; 
Sumsion & Barnes, 2013; Tayler et al., 2013; Thorpe et al., 2011). The Australian Early 
Years Workforce Strategy (Standing Council on School Education and Early Childhood 
[SCSEEC], 2012) seeks to address this problem, setting out a vision to build and support 
a sustainable, highly qualified and professional ECEC workforce. The Early Years 
Workforce Strategy (SCSEEC, 2012) identifies a range of approaches to realise this 
vision. Pertinent to this study is the emphasis on: enhancing the professionalism and 
leadership of the ECEC workforce, attracting and retaining a diverse workforce and 
increasing the level of qualifications in the ECEC workforce (SCSEEC, 2012). While 
acknowledging the need for workforce development, it has been suggested by peak 
bodies such as Early Childhood Australia (2014) that the Strategy fails to address some of 
the core issues that dissuade Early Childhood Teachers to work in long day care. Of note, 
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is the absence of any discussion concerning professional wages and conditions and pay 
parity across ECEC settings. 
Context 
There is evidence, within Australia, that many Early Childhood Teachers do not, 
for various reasons, choose to stay working in long day care (Boyd, 2012; Irvine & 
Farrell, 2013; Rodd, 2007; Sims, 2010; Sumsion, 2002; Sumsion & Barnes, 2013). 
Identified reasons include the low rates of pay, poor work conditions, low professional 
status, lack of understanding of employment rights of both employees and employers and 
the stressful and physically demanding nature of the work itself. While these reasons have 
emerged as common themes in numerous studies (See Boyd, 2012; Irvine & Farrell, 
2013; Rodd, 2007; Sims, 2010; Sumsion, 2002; Sumsion & Barnes, 2013), most studies 
in this area have focused on pre-service teachers’ willingness to begin their careers in 
long day care. To date, there has been limited research seeking the views and experiences 
of Early Childhood Teachers who are currently working in long day care. Examining 
teachers’ views of their experiences in this study provides new insights and deeper 
understandings of the work of teachers in long day care, including the strengths and 
challenges of this work context and the range of factors impacting on teacher retention. 
Purpose 
Australian and international government policies aim to increase the supply of 
Early Childhood Teachers in ECEC in an endeavour to ensure the greatest impact on 
children’s learning outcomes and successful transition to formal school. Amongst the 
current reforms in ECEC in Australia, is the requirement for four-year university degree 
qualified Early Childhood Teachers to be employed to provide a preschool education 
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program for children in the year prior to school entry. Realisation of this policy goal, 
however, is being hampered by teacher shortages in some areas and the ongoing 
challenge of attracting and retaining qualified teachers in ECEC, in particular, within long 
day care.  
The purpose of the study was to investigate factors that support the retention of 
Early Childhood Teachers in long day care centres. The overarching aim of the study was 
to draw on the perspectives of Early Childhood Teachers in long day care to enhance 
understanding of why Early Childhood Teachers choose to stay working in long day care. 
The research is a case study, using the theoretical framework of social constructivism, to 
investigate what keeps Australian Early Childhood Teachers working in long day care. 
The constructivist paradigm and assumptions in this paradigm are derived from the 
interplay between the participants’ experiences and the researcher’s interpretations of 
these experiences. I am an ECEC Consultant working within the ECEC Organisation 
featured in the study. Reflective of constructivist principles, I recognise that I played an 
active role in the selection of the participants, designing and conducting the interviews, 
and throughout data analysis. While viewing this active role as a study strength, measures 
were also taken to manage researcher subjectivity as far as possible.  
Looking at the ecology of long day care, at this point in time, the study identifies 
individual and contextual factors that have enabled and challenged these teachers’ 
experiences of working in long day care. The study findings offer insight on practical 
opportunities and strategies to support recruitment and retention efforts in ECEC.  
 
The primary research question for this study:  
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• What keeps Australian Early Childhood Teachers working in long day 
care? 
To conduct such an inquiry, it was necessary to develop some sub-questions. 
These sub-questions work as organisers for the findings in Chapter 4. 
• What attracted these Early Childhood Teachers to long day care? 
• What supports the transition to long day care? 
• What helps to retain these Early Childhood Teachers in long day care? 
• Why may these Early Childhood Teachers leave long day care?  
Structure of the thesis 
The thesis comprises six chapters. Chapter 1 has introduced the study and 
provided an overview of the context to which this study is directed. The purpose of the 
study was explained, and the research questions were presented.  
Chapter 2 offers a review of relevant literature providing the background to the 
overall study. In this chapter, four components of ECEC are discussed namely: 
international perspectives on quality in ECEC, the Australian ECEC policy context, 
quality of educator qualification and retention of quality. Finally, the relevant literature on 
the retention of Early Childhood Teachers in long day care is discussed. 
Chapter 3 describes the conceptual framework and methodology for the research. 
The chapter outlines the methods of data collection, the purposeful selection of 
participants, and the data analysis procedures. Issues to ensure the quality and rigour of 
the research process, ethical issues and the study’s limitations are also discussed in this 
chapter.  
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Chapter 4 presents the study’s findings, highlighting key enablers and challenges 
related to teaching in long day care, as experienced by these Early Childhood Teachers. 
Chapter 5 discusses these findings to strengthen understanding of the individual 
and contextual factors that have impacted, positively and negatively, on these Early 
Childhood Teachers’ work in long day care. Key enablers and challenges are explored 
using an ecological systems model (Bronfenbrenner & Morris, 1998) with a view to 
identifying opportunities and informing practical strategies to support recruitment and 
retention efforts in ECEC. 
Chapter 6 recaps the key findings and outlines the theoretical and methodological 
contributions of the study, policy implications and recommendations for research in the 
area of workforce development in ECEC.  
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Chapter 2: Literature Review 
This chapter draws upon an extensive international literature review to frame the 
thesis topic: What keeps Australian Early Childhood Teachers working in long day care? 
The research is set within the context of the shortage of specialist Early Childhood 
Teachers who are willing and able to work in some areas (e.g., rural and remote) and in 
some settings, such as long day care. It also recognises the impact of the shortage on the 
successful implementation of the Australian Government’s National Early Childhood 
Reform Agenda (COAG, 2009).  
This literature review sets the context of the study and demonstrates the timely 
need for the research. In so doing, it provides a case for the study. The chapter has four 
sections. First, it examines the growing body of literature on international perspectives on 
quality in ECEC. This section draws attention to the complexity of defining and 
measuring quality in ECEC, highlighting different perspectives on what constitutes 
quality and how quality can be assessed and strengthened in practice. Second, the review 
explores the Australian ECEC policy context, with reference to international trends in 
ECEC policy. This section illustrates the international interest in ECEC in boosting 
human productivity and in recognition of the need to develop and support a more 
qualified ECEC workforce to achieve this goal. Third, the review examines the literature 
on educator quality, with an initial focus on preservice education and training and then 
the ongoing professional development of Early Childhood Teachers in prior to school 
settings. This section also considers the impact of employing educators with higher 
qualifications, including Early Childhood Teachers, on outcomes for children. The final 
section examines existing literature on the retention of quality Early Childhood Teachers 
in ECEC, once again, with a particular interest in the long day care context. The four 
______________________________________________________________________________________
Chapter 2:  Literature Review  8 
sections of the literature review are interconnected, an interplay between: (i) international 
perspectives on quality in ECEC; (ii) the Australian ECEC policy context; (iii) quality of 
educator qualifications; and (iv) retention of quality Early Childhood Teachers. When 
considered together, the four sections provide a rationale for the study. Figure 1 (below) 
provides a visual representation of the structure of the chapter and an overview of the key 
considerations that informed the design of the study. 
 
 
 
 
 
International perspectives on quality in early childhood education and care 
Quality, as a concept in ECEC, has been increasingly recognised as being shaped 
by social cultural values, as well as by the national, economic and political contexts in 
which ECEC services operate (Woodhead, 2000). In considering definitions of quality, 
Farquhar (1999) warns against a universal definition of quality. Differences in 
perspectives on what constitutes quality and how it can be measured remain prevalent in 
the international literature. Early approaches to regulation and quality assurance tended to 
International perspectives on quality 
 in ECEC 
 
The Australian ECEC policy  
context 
 
Quality of educator  
qualifications 
Retention of  
quality 
Retention of Early Childhood Teachers in long day 
care 
Figure 1. Chapter structure 
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focus on identifying and quantifying structural inputs (e.g., qualifications, adult:child 
ratios, group size, physical space). However, presenting a quite revolutionary perspective 
at the time, Australian early childhood expert Wangman (1995) argued that quality was 
abstract, multidimensional and difficult to measure. More recently, Ishimine, Tayler, and 
Bennett (2010) contend that quality is measurable by its observable and quantifiable 
characteristics. However, they also distinguish between structural quality (e.g., educator 
qualifications) and process quality (e.g., educator relationships and interactions) and 
argue that it is harder to measure process quality, which is the most significant in terms of 
child outcomes. This inconsistency of meanings and measures may be due to quality 
being conceptualised as a feature of the child’s experience within programs that are 
presumed to be beneficial to their wellbeing and their learning and development 
(Brownlee, Berthelsen, & Segura, 2009). While there is broad agreement that higher 
quality ECEC results in positive outcomes for children, that is, ECEC can help children 
achieve higher cognitive ability and sociability and, in turn, prepare them for school 
(ACECQA, 2013; COAG, 2009; OECD, 2006; Sylva et al., 2010), there is evidence that 
child outcomes can vary even in the same ECEC setting (Early et al., 2008; Phillips et al., 
2000; Tayler, 2011; Thorpe et al., 2011).  
Some of the influential longitudinal studies of ECEC programs dating back to the 
1960s and 1970s, such as the North American High/Scope Perry Preschool Project 
(Schweinhart & Weikart, 1997) and the Abecedarian Project (Ramey & Campbell, 1984) 
provide a compelling case for the long-term positive child outcomes of high-quality 
ECEC in the first five years of life. These studies reveal the benefits of reduced grade 
retention and special education programs, increased high school graduation, and a higher 
rate of a college attendance. These two American longitudinal randomised control studies 
pioneered work in this area and continue to be cited as an evidence base for contemporary 
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ECEC policy (cf. COAG, 2009; European Commission, 2012). Similarly, the more recent 
longitudinal English study, the Effective Provision of Preschool Education (EPPE) study 
(Sylva et al., 2004), links high-quality ECEC to individual and national economic and 
social gains. Investigating the effects of ECEC programs on children’s development, the 
EPPE study demonstrates the benefit of high-quality ECEC on children’s intellectual, 
social and behavioural development and lasting positive impact on their transition to and 
achievement in school. So too, the Center on the Developing Child at Harvard University 
has concluded that, as children attend ECEC services at a formative time for neurological 
development, rich and responsive early environments increase a child’s life chances, 
while poorer experiences have been shown to reduce them (National Scientific Council 
on the Developing Child, 2007).  
Collectively, these studies highlight both the immediate and long-term benefits of 
high-quality ECEC programs for children, families and society. While attesting to the 
broad benefits of such programs for all children and families, these studies also highlight 
the particular benefits for children from low socio-economic communities and related 
cost savings for society (Heckman, 2008; OECD, 2006). Social economists such as 
Heckman (2008; 2011) in the United States attest to the individual and collective benefits 
of quality early intervention delivered through continued high-quality learning 
experiences. Linking closely with Heckman’s work and the idea of skill begetting skill 
(i.e., motivating and building learning qualities to support success in school and life), 
early intervention has been found to promote better educational outcomes, economic 
efficiency and reduce lifetime inequality. Advocating investment in high-quality ECEC, 
Heckman (2008) argues the need to take into account the short and long-term costs and 
benefits of investment in quality ECEC, including the cost of lost opportunities, 
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particularly for education, training and employment; and the potential cost of later 
intervention. 
Seeking to realise these benefits, there has been a strengthened focus on educators 
holding qualifications and having early childhood qualified teachers working with 
children in ECEC centres (ACECQA, 2013; COAG, 2009; DEEWR, 2013a; McCain, 
Mustard, & Shankar, 2007; OECD, 2006; Sylva et al., 2004). Sylva and colleagues 
(2004), for example, have argued that qualified Early Childhood Teachers can strengthen 
educational emphasis, not only by leading curriculum design and implementation but also 
by offering a positive pedagogical role model to less well-qualified educators. Viewing 
the early years as critical to long-term health, behaviour and capacity to learn, McCain et 
al. (2007) also have emphasised the link between quality and educator qualifications and 
considered Early Childhood Teacher education a major predictor of being able to provide 
children with the qualities to succeed in school. 
In contrast, some studies have produced null findings in relation to the link 
between teacher qualifications and quality. Research findings (Bretherton, 2010, 
Brownlee, Berthelsen, & Segaran, 2009; Early et al., 2008; Phillips et al., 2000; Tayler et 
al., 2013; Tayler, 2014), indicated null or contradictory associations with Bachelor degree 
teachers in ECEC. For this reason, a narrow focus on increasing the supply of four-year 
degree qualified Early Childhood Teachers in ECEC to enhance quality and child 
outcomes may need further consideration. Taking a broader perspective, Early et al. 
(2008) argued that raising the effectiveness of early childhood education required a broad 
range of professional development activities focussed on teachers’ interactions with 
children. Supporting this concept, Phillips et al. (2000) found that child outcomes can be 
quite different in exactly the same ECEC setting. As a result, Phillips et al. (2000) have 
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defined quality by the human and structural resources and quality of interactions. This 
result suggests that an indicator of quality is the level of integration between care and 
education activities.  
The landmark Australian E4Kids longitudinal study (Tayler et al., 2013) 
investigated the general cognitive ability and receptive and expressive language of a 
sample of 2,498 three-and four-year-old children and tracked their progress into the early 
years of school. This ground-breaking Australian study found that the programs observed 
generally offered stable, caring environments, yet were not strong in ensuring cognitively 
challenging, language rich experiences (Tayler et al., 2013; Tayler, 2014). Reflecting on 
these results, Tayler (2014) suggested raising educator qualifications, improving child-
adult ratios and improving the educational program can improve quality and child 
outcomes. Irrespective, she has emphasised that the associations between the dimensions 
are complex and interrelated. She believes there is currently room to improve the quality 
of pedagogical practices in Australia to better support children’s learning. These findings 
suggest the opportunity to improve instructional support, in particular, quality and 
sustained verbal interactions with children.  
In summary, these studies found that children who attend high-quality ECEC 
centres demonstrated higher academic and social achievement than children who attend 
low-quality ECEC centres. Such research evidence shows that quality is critical for 
ensuring improvement in children’s overall learning and development and that not only 
the qualifications of the ECEC educator but also the quality of educators, in particular, 
their interactions with children are key determinants of quality in ECEC.  
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The Australian ECEC policy context  
Responding to growing international evidence that the early years are critical to 
long-term health, behaviour and capacity to learn (McCain, Mustard & Shankar, 2007) 
and that preschool attendance for four-year-old children is critical to their long-term 
success at school (Sylva et al., 2004), the Australian Government has implemented a 
multi-layered policy reform agenda to “... improve the supply and integration of early 
childhood services, including child care and early learning and development” (COAG, 
2009, p. 3). This reform agenda draws upon a dual discourse of (i) starting strong and (ii) 
investing in the early years - designed to increase access to higher quality ECEC services 
to support parental workforce participation and children's successful transition to school 
(Irvine & Farrell, 2013). Improving quality in ECEC is an imperative of the Council of 
Australian Governments (COAG, 2009) reform agenda, with the overarching policy 
themes of: (i) supporting families to give children the best start in life; (ii) promoting 
early learning; and (iii) improving outcomes for target groups (e.g., Aboriginal and Torres 
Strait Islander children, and children living in low-income households and communities) 
(COAG, 2009).  
A key initiative is the National Quality Framework for Early Childhood 
Education and Care [NQF] (Commonwealth of Australia, 2009).  Underpinned by 
national legislation the NQF initiated a new legal, regulatory and accountability 
framework that, in turn, is informing the restructure of almost every aspect of ECEC in 
Australia. This restructure spans an aspirational National Quality Standard (NQS), the 
assessment and rating of ECEC services, and developing stronger links between ECEC 
services and other sectors including schools, health, parenting information and family 
support and social welfare.  The centrepiece of the NQS is Belonging, Being and 
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Becoming: The Early Years Learning Framework for Australia (EYLF), the first national 
curriculum for ECEC services prior to school.  Curriculum is a contested space with 
recent debate focusing on the level of prescription and the technical or professional role 
of teachers when working with curriculum (Department of Education, 2014). The EYLF 
and related Queensland Kindergarten Learning Guideline (QKLG) are examples of 
contemporary curriculum. Influenced by the highly regarded New Zealand curriculum, Te 
Whariki, both of these examples define curriculum in broad terms, to encompass all 
planned and emerging interactions, routines and experiences designed to promote 
children’s learning and development. Drawing together curriculum and pedagogy, the 
EYLF and QKLG provide a broad framework of principles, pedagogical practices and 
learning outcomes to guide and support quality teaching and learning (DEEWR, 
2010).  In this way, these frameworks promote the need for teachers to exercise 
professional judgment to design and implement curriculum that is relevant and responsive 
to local context and thereby supports their professional autonomy. Recognising increased 
expectations, and reflecting international research and policy trends (OECD, 2006; United 
Nations Children’s Fund [UNICEF], 2008), there is a strong focus on raising the 
qualification requirements for educators at all levels, and increasing the number of 
qualified Early Childhood Teachers working in ECEC services prior to school.  
Another priority area of Australia’s ECEC reform is to provide universal access to 
preschool education in the year prior to starting school. As part of the productivity agenda 
(COAG, 2009), the aim is to enrich and extend learning and to support a successful 
transition to school to ensure “all children have the best start in life to create a better 
future for themselves and for the nation” (EYLF, 2009, p. 5). States and territories have 
differing approaches to funding universal access to preschool (e.g. some funding stand-
alone preschools only, some funding stand-alone and approved preschool programs in 
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long day care centres). In Queensland, funding is being offered to long day care services 
to support employment of an Early Childhood Teacher to deliver an approved preschool 
program.  
Investing in early years initiatives, in particular the NQF and universal access to 
preschool, the beginning of 2014 saw a major increase in Early Childhood Teachers in 
long day care. Other regulatory changes may have also contributed to this increase, with 
the introduction of an Educational Leader position and the staged requirement for Early 
Childhood Teachers in long day care settings (Appendix A). Monitoring the impact of 
new staffing requirements, the Australian Government reported a 64.7% increase in the 
number of Early Childhood Teachers working in long day care, for the five years to 
February 2013, with the five-year projected employment to 2017 to increase by 11.7% 
(DEEWR, 2013b). By 2020, a further increase of Early Childhood Teachers in long day 
care is predicted in response to the staged requirement for a second Early Childhood 
Teacher to work in most long day care centres (ACECQA, 2013).  
The success of these reforms is dependent upon there being a sufficient number of 
qualified Early Childhood Teachers who are willing and able to work in long day care. 
However, a high turnover rate and a shortage of suitably qualified Early Childhood 
Teachers have been identified as impediments to the quality agenda in ECEC (DEEWR, 
2013b; Early Childhood Australia, 2011). To combat this, a combined government effort 
is underway to implement a National Early Years Workforce Strategy (SCSEEC, 2012). 
The Workforce Strategy, involving government, the ECEC sector, individual services, 
and communities, seeks to promote workforce development as a shared responsibility.  
The National Early Years Workforce Strategy (2012) puts forward a range of 
strategies to build a more qualified ECEC workforce. Identified priorities include: 
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providing a professional early childhood education and care workforce; ensuring a 
growing workforce to continue to meet community demand; and aiding early childhood 
educators to gain the qualifications and skills the workforce needs to continue to provide 
high-quality care. These strategies not only address the shortage of Early Childhood 
Teachers in ECEC but also address the range of qualifications required for the ECEC 
workforce (i.e., Certificate III; Diploma and Bachelor degree). That said, it has been 
suggested that the National Early Years Workforce Strategy fails to address some of the 
core issues that dissuade Early Childhood Teachers from working in ECEC settings, such 
as long day care (Early Childhood Australia, 2011; Sumsion, 2007). The Strategy 
specifically excludes universal improvement in pay and conditions and instead directs 
attention to a range of supports for training and performance of ECEC educators, with 
incentives in rural and remote regions. Focusing on the skills and attributes of high-
quality early childhood educators, the Strategy complements, and builds upon, existing 
Australian Government and State and Territory measures (cf. Queensland ECEC 
Workforce Action Plan, 2011; 2015) aimed at improving the supply and quality of the 
ECEC workforce.  
Reinforcing the need to focus on the ECEC workforce, the Australian Government 
Productivity Commission (2013) recently argued that, to achieve the desired national 
goals and “the highest net community benefits” (p. 1), Australia needs to invest in 
ensuring a qualified, skilled and sustainable ECEC workforce. Conversely, childcare and 
early learning and education in Australia are sometimes positioned differently within 
government and the broader community. Reflecting a disconcerting attitude to ECEC, 
successive governments position ECEC policy in different ways, linked to different 
policy goals (e.g., social welfare and/or education). The impact of this positioning can be 
to shift emphasis towards particular social and/or economic goals, and to create artificial 
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divisions between childcare and early education. For example, a narrow focus on 
childcare to enable parental workforce participation. The most recent reallocation of 
federal ministerial portfolios moved ECEC from Social Welfare back to Education. 
Failure to invest in ECEC is likely to cost more over time (Heckman, 2011, 
Ishimine, Tayler, & Bennett, 2010; Moss, 2007). The Childcare and Early Childhood 
Learning: Overview, Inquiry Report (Australian Government Productivity Commission, 
2014) have recommended a number of reforms to Australia’s existing ECEC sector. Of 
particular interest were the recommendations on the contribution that access to affordable, 
high-quality ECEC can make to children’s learning and development needs, including 
their transition to school. The report reflects current literature on the benefits of 
participation in preschool for children's development, learning and transition to school 
(See ACECQA, 2013; COAG, 2009; Ramey & Campbell, 1984; Schweinhart & Weikart, 
1997; Sylva et al., 2010). There are also recommendations to support benefits from early 
identification of, and intervention for, children with developmental vulnerabilities. The 
Commission's recommended reforms support an ECEC system that is simpler, more 
accessible and flexible for all children, with greater support and early learning 
opportunities for children with a disability and from disadvantaged or vulnerable families.  
Quality of educator qualifications 
The literature on quality and current Australian ECEC policy reveals an increasing 
focus on the quality of educator qualifications. The Australian Government Productivity 
Commission (2014) reports that over 80% of educators in the sector have an ECEC-
related qualification and around 16% have a Bachelor degree or higher qualification. At a 
time where there is a policy focus on increasing qualification requirements and the 
number of qualified Early Childhood Teachers in ECEC, this next section examines two 
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related issues: (i) improving the quality of pre-service education and training courses at 
all levels to ensure educators can deliver on the quality agenda; and (ii) providing access 
to effective professional development to support ongoing learning and continuous quality 
improvement in ECEC.   
The COAG (2009) early childhood policy agenda relies on Early Childhood 
Teachers’ knowledge and professional capacity to achieve educational outcomes for 
children and national workforce goals. Policy interest in building early childhood 
educator capacity stems from and aligns to the OECD Starting Strong II report (2006). 
With respect to Australia, the report stated, “[t]he National Agenda highlights the need 
for the development of a skilled and knowledgeable workforce as a key consideration for 
ensuring an effective and sustainable early childhood system” (p. 273). The OECD 
identified a number of key factors necessary to achieve ECEC quality and positive 
outcomes for children, families and nations. These included: the level of educator 
qualification, working conditions, opportunities for professional development, child-adult 
ratios, and the degree of partnership between ECEC services, families and the 
community.  
A key focus of Australia’s ECEC reforms, as noted previously, is to increase the 
level of qualifications required by educators in all roles within ECEC. This includes 
positions held by lower skilled educators, as well as the number of more highly skilled 
educators, reshaping the skill profile of the ECEC as a whole. The related focus on the 
quality of pre-service education in Vocational Education and Training [VET] (e.g., 
Certificate III and Diploma in ECEC) and Higher Education (Bachelor of Education Early 
Childhood) responds to sector concern about educators entering the workforce ‘work 
ready’ (i.e., with some perceived gaps in terms of practice knowledge and skills) 
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(Australian Government Productivity Commission, 2014). In a context of educator 
shortages, the tension between fast and flexible education and training programs and the 
need to ensure depth and quality of learning have led to the Senate Inquiry into the 
operation, regulation and funding of VET providers in Australia (Commonwealth of 
Australia, 2015). Shortcomings in the training of students for employment in ECEC have 
been the topic of media and public interest, particularly with the recall of VET 
substandard qualifications issued in Victoria (Taylor, 2015). The consequence of poor or 
insufficient training is that students are finishing their course without having the skills 
necessary to work in the ECEC sector. This scenario, in turn, can have an impact on 
articulation to university, and later qualification and career pathways.  
As the demand for higher levels of knowledge and skills increases, education and 
training organisations are endeavouring to meet the changing needs of the workforce 
(Choy & Haukka, 2010). Formal education and training in ECEC is currently delivered in 
both the Higher Education (i.e., university) and VET sectors by a range of government 
and private providers. In Australia, Higher Education and VET early childhood courses 
must be approved by the Australian Children’s Education and Care Quality Authority 
(ACECQA). ACECQA determines and publishes lists of approved qualifications for 
Early Childhood Teachers, Diploma level and Certificate III level educators under the 
NQF (ACECQA, 2014).  For specialist Early Childhood Teacher degrees, courses need to 
demonstrate coverage of ECEC curriculum and pedagogy and include a minimum of 10 
days professional experience with children aged birth to two years old, and a significant 
number of days with children aged two to five years old. This professional experience 
also goes to preparing Early Childhood Teachers to work in a broader ECEC sector (e.g., 
centre-based long day care, family day care, preschool and, in most cases, the early phase 
of school). However, this can present further challenges for education and training 
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institutions. For example, where vocational outcomes include teaching in a school, 
courses must also meet requirements set out by teacher registration authorities, which are 
not always consistent with those set by ACECQA. For example, professional experience 
with the younger age group (birth to two years) is required by ACECQA but not 
recognised as contributing to professional experience requirements (minimum 80 days) 
set by the Queensland teacher registration authority - the Queensland College of 
Teachers. 
Improving early childhood pre-service education and training is necessary for 
educators to provide high-quality ECEC (Tayler, 2012). Supporting the need for change, 
a growing body of international research concludes that educators need a different toolkit 
of skills than those currently provided in many courses and universities (Early & Winton, 
2001; McArdle, 2010; Sims, 2010; Tayler, 2012; Whitington, Shore, & Thompson, 2014; 
Wood & Bennett, 2000).  In particular, Tayler’s (2012) Australian study into professional 
practice and pre-service preparation of early childhood educators identified gaps in 
Higher Education and VET early childhood courses; and gaps in early childhood bridging 
programs for primary teachers, mainly related to understanding the unique culture of long 
day care contexts. Taking a broader view of early childhood professionals working in 
long day care, Tayler (2012) suggests an integrated model of training needs to be 
designed to “generate early childhood professionals who are child-learning focused and 
interventionist practitioners who can work within play-based environments and who are 
capable of using evidence to identify and meet the learning interests and capacities of 
individual young learners” (p.10). Sims (2010) goes so far as to suggest a model around 
community work/early childhood and family work be introduced to university course 
work. Further, many argue that a professional learning culture needs to be cultivated in 
initial ECEC education and training and continued through professional life with 
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educators viewing their roles as competent professionals endeavouring to foster a culture 
of extended professionalism rather than professional compliance (Whitington, Shore, & 
Thompson, 2014). 
With the shortage of qualified educators and the emphasis on quality of ECEC, 
Choy and Haukka (2010) argue that there is a need to develop effective employment-
based training models to meet “projected high future growth in employment at the 
paraprofessional level” (p.142). At this point in time, most educators in long day care 
services undertake training in the VET sector, obtaining a Certificate, Diploma or 
Advanced Diploma in ECEC (COAG, 2009). In contrast, most Early Childhood Teachers 
enter teacher training straight from school (Thorpe et al., 2011). However, there are 
qualification pathways whereby VET-qualified educators can advance their career by 
undertaking higher education, and these are increasingly recognised as important to the 
ECEC workforce (COAG, 2009). For example, a Diploma qualification offers a pathway 
to a degree in early childhood education, providing approximately one year’s credit 
transfer, depending on the higher education provider involved. Pathways from primary 
teaching to early childhood teaching enable primary school teachers to qualify as Early 
Childhood Teachers.  
A range of qualification pathways is seen as important in ECEC workforce 
development, offering a career pathway for educators, potentially improving retention as 
well as enhancing the future supply of qualified Early Childhood Teachers (Choy & 
Haukka, 2010; COAG, 2009). In saying that, there is a need to ensure that different 
pathways support the development of educators and teachers. There is some evidence to 
suggest that this is not always the case. Challenges associated with primary teachers 
making the cultural shift into long day care and the ongoing concern about the retention 
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of these teachers in ECEC are recognised in the Queensland Government’s Department of 
Education and Training’s (DET) Early Childhood Education and Care Workforce Action 
Plan 2011-2014. These pathways were introduced as a quick fix and have been by far the 
most successful strategy to build Early Childhood Teachers to fill reform vacancies in 
preschool and long day care in Queensland (See Workforce Action Plan, 2015). This 
again goes to the balance between expediency and ensuring that Early Childhood 
Teachers are ready and able to work across contexts, including in long day care.   
The Queensland government’s Review of the 2011–2014 Early Childhood 
Education and Care Workforce Action Plan Consultation Report (DET, 2014) identified 
priorities for future workforce development. The recently released Workforce Action Plan 
2016-2019 (DET, 2015a) aims to improve the capacity of Queensland's ECEC workforce 
to deliver quality outcomes for children. The Queensland government recognises more 
work is needed in upskilling its ECEC workforce and to meet qualification requirements 
and educator-to-child ratios, especially in rural and remote locations (DET, 2015b, 
2015c). Some of the key Workforce Action Plan’s initiatives include: an ECEC Inspire 
the future careers campaign to highlight early childhood career opportunities; The Early 
Years Connect service to support professional development for educators working with 
children with additional needs; and subsidising registered primary teachers to undertake 
an Early Childhood Teacher Bridging Program, a Queensland initiate, to provide a fast-
track route to an approved early childhood teaching qualification. Of significant interest is 
the Growing Our Own project, providing targeted study support for rural and remote 
educators undertaking approved ECEC qualifications. Diploma and Advanced Diploma 
qualified educators in rural and remote services will also have the opportunity to apply for 
new Early Childhood Teaching Scholarships to upgrade their qualification to a teaching 
degree. Similarly, the Australian Early Years Workforce Strategy (SCSEEC, 2012) is 
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continuing. Encouraging traineeships, supporting culturally and linguistically diverse 
educators and ensuring that trainers and assessors understand current ECEC practice are 
other strategies identified as key to improving training outcomes (COAG, 2009).  
In addition to pre-service education and training, ongoing learning through 
professional development has been found to be essential for educators to maintain and 
improve their skills and ensure they remain up-to-date with the latest information and 
research about children’s learning and development (Brownlee, Berthelsen, Irving, 
Boulton-Lewis & McCrindle, 2000; Dyment, Davis, Nailon, Emery, Getenet, McCrea & 
Hill, 2014; Elliott & McCrea, 2015; Hill, McCrea, Emery, Nailon, Davis, Dyment & 
Getenet, 2014; Australian Government Productivity Commission, 2014; Sylva et al., 
2004; Waniganayake, Cheeseman, De Gioia, Harrison, Burgess, & Press, 2008). A 
number of influential international reports have strong and convergent conclusions related 
to the importance of the professional development of early childhood educators. For 
instance, Australian research undertaken by Waniganayake et al. (2008) promoted the 
need for ongoing learning and showed the knowledge, skills and capabilities needed to 
meet and exceed quality service delivery such as, behaviour guidance, organisational 
management, long day care culture. So too, Brownlee and colleagues (2000) stressed the 
need for educators (trained and untrained) to gain access to professional development as 
informed knowledge is seen as essential for effective practice.  
In Australia, professional development for most ECEC educators has been 
delivered through the Australian Government’s funded Professional Support Program 
(Australian Government Productivity Commission, 2014). As part of the program, 
Professional Support Coordinators provide advice and training for educators on a variety 
of topics. Building on this commitment, in May 2014, the Australian Government 
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announced a time-limited professional development program, exclusively for educators in 
long day care services, to the tune of $200 million. Research makes clear that engagement 
in ongoing professional development is important and current Australian professional 
standards (e.g., the NQS; Australian Professional Standards for Teachers, [Australian 
Institute for Teaching and School Leadership, 2011]) require educators and Early 
Childhood Teachers to engage in ongoing learning. To date, government policy has 
supported professional development in real terms (i.e., funding). However, again, 
reflecting the political context of ECEC in Australia, it was recently announced that 
funding for the Professional Support Coordinator program is to end in 2016. This 
announcement signifies a shift in practice, placing emphasis now on educator and 
employer responsibility for professional development. 
In sum, improving educator qualifications is imperative, with substantial research 
confirming that highly qualified educators have a greater understanding of child 
development and lead activities that support learning and development (Logan & 
Sumsion, 2010). That said, there are numerous challenges to improving education and 
training at all levels and thereby up-skilling the Australian ECEC workforce 
(Waniganayake et al., 2008). These findings draw our attention to the challenges and 
complexities of building a qualified and skilled ECEC workforce.  
Retention of quality 
A professional, skilled and engaged ECEC workforce is seen to be critical to 
Australia’s economic and social productivity (COAG, 2009). This final section reviews 
the literature on what is currently known about attracting and retaining Early Childhood 
Teachers in ECEC, particularly in prior to school settings such as long day care. Factors 
including the desire to make a difference, leadership opportunities (including pedagogical 
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leadership), professional identity and individual qualities, are considered alongside the 
ongoing issues of pay and conditions.  
Research into teacher motivation indicates that most teachers teach for intrinsic 
reasons such as a desire to make a difference and passion. Porter (2012) and Watt, 
Richardson, Klusmann, Kunter, Beyer, Trautwein, and Baumert (2012) found that the 
reasons for choosing teaching as a career go beyond the quality of life issues, such as 
allowing more time with family, providing a secure income, or opportunities to travel, 
and include a personal sense of making a difference in children’s lives. While researchers 
wrestle with what professionalism in the early years looks, feels and sounds like; the 
place of passion in this context has raised some debate. Osgood (2006) argues that being 
professional is most often associated with masculine attributes. She states that, in the 
female dominated profession of ECEC, the notion of passion and its emotional 
connotations pose a threat to the professional identity of Early Childhood Teachers. These 
emotional personal qualities, for example, can be seen as unprofessional leading to female 
educators devaluing their own worth. Watt and colleagues (2012) also go so far as to 
suggest that current recruitment and retention efforts that focus on motivations, such as 
the opportunity to make a difference and the passion of working with children, may be 
limiting the effectiveness of retaining teachers in long day care. An over focus on these 
factors ignores other important considerations necessary to support the retention of 
teachers in long day care. However, most agree that a desire to make a difference and 
passion are not sufficient to reverse current ECEC workforce trends.  
The link between leadership and retention has also been explored. In ECEC, 
pedagogical leadership has been linked to the growth of the early childhood profession, as 
well as values and beliefs about ECEC held by society (Kendall‐Taylor & Lindland, 
______________________________________________________________________________________
Chapter 2:  Literature Review  26 
2013; Siraj-Blatchford & Manni, 2007; Waniganayake & Semann, 2011; Whalley, 2006). 
In the Australian context, the Early Years Learning Framework (DEEWR, 2010) and 
Queensland Kindergarten Learning Guideline (QSA, 2010) promote the leadership role 
of all educators, which includes “collaborating and providing leadership within the 
kindergarten1 learning and teaching team and advocating strongly for children, parents 
and quality learning and teaching practices” (p. 5). In a dynamic policy context, effective 
leadership is seen as the key to successful organisational change and quality improvement 
in early childhood settings (Andrews, 2009). Several studies have identified leadership 
capacity as a driver of improved teacher performance (Rodd, 2007; Waniganayake & 
Semann, 2011) and job satisfaction. Furthermore, as seen in Thorpe and colleagues 
(2011) study, whereby a small number of individuals considered long day care as an 
employment option, leadership opportunities may attract some teachers to particular 
settings (e.g., long day care) and support Early Childhood Teacher retention.  
Personal and professional qualities have also been extensively researched as a 
support for working in ECEC. (Cantor, 1990; Colker, 2008; Katz, 1993; Ostorga, 2003; 
Sezgin & Erdogan, 2015; Waniganayake & Semann, 2011). Identified personal and 
professional qualities may include creativity and innovation, resilience and a growth 
mindset (Dweck, 2007). Leadership skills are also identified as important, including a 
clear vision and plan, forward thinking, ability to inspire, willingness to keep up to date 
with the latest research and openness to suggestions and different ways of working. Other 
factors include a willingness and ability to work with the team and an understanding of 
what success looks like. The earlier studies (Cantor, 1990; Katz, 1993) lay the foundation 
of the interpersonal and intrapersonal beliefs for successful teaching in ECEC that 
combines knowledge, skills and personal characteristics. Cantor (1990) notes, an Early 
                     
1 In Queensland preschool is known as kindergarten. 
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Childhood Teacher can have both knowledge and skills but, without a disposition to make 
use of them, very little will happen.   
Recognising that long day care is shaped by the cultures and histories of the 
educators, families and children attending the centre (Cozolino, 2006; Moore, 2006), 
some research suggests that environmental characteristics, such as level of support from 
administrators and co-educators, should not be overlooked in terms of their impact on an 
Early Childhood Teacher's decision to work in long day care (Porter, 2012; Thorpe et al., 
2011; Watt, et al., 2012). Within this context, workplace research (Hagerty, Lynch-Sauer, 
Patusky, Bouwsema, & Collier, 1992; Walton & Cohen, 2007) often links the sense of 
belonging with a worker’s capacity to persist with activities, be motivated to undertake 
tasks and roles, and to achieve outcomes, sometimes in the face of adversity. For a sense 
of belonging to develop, Walton and Cohen (2007) acknowledge that a person needs to 
have the desire to meaningfully engage, and there needs to be the potential for shared 
values, beliefs or attitudes. Though not an alternative to improvement in pay and work 
conditions for the ECEC workforce, these examples indicate that a sense of identity and 
belonging, clear career pathways and the culture of leadership and support can encourage 
growth and retention in ECEC, including long day care. 
The national policy goal to recruit university trained Early Childhood Teachers to 
work in long day care centres is being hampered by reduced interest in teaching as a 
career, particularly in prior-to-school settings such as long day care, and a high turnover 
of Early Childhood Teachers who currently work in these settings. There is evidence to 
suggest that many Early Childhood Teachers do not, for various reasons, choose to work 
in long day care (Boyd, 2012; Irvine & Farrell, 2013; Sims, 2010; Sumsion, 2002; 
Sumsion & Barnes, 2013; Thorpe, Boyd, Ailwood, & Brownlee, 2011). While research 
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has identified a number of factors influencing attraction and retention, two factors stand 
out and appear to be related. That is Early Childhood Teachers working in long day care 
being seen as ‘real’ teachers and the continuation of low wages and poor working 
conditions, particularly when compared to colleagues with similar qualifications and 
responsibilities working in other education contexts.  
The lack of recognition of the educational contribution of long day care reflects 
some enduring perceptions within the community and continuing distinctions between 
care and education (Goodfellow, 2003; Press, 1999; Sezgin & Erdogan, 2015). Sumsion’s 
(2002, 2007) research confirms the perception that ECEC teachers are sometimes not 
considered to be ‘real teachers’ and indicates the need for this perception to be addressed 
as part of workforce development strategies. Other Australian research into integrating 
pre-service Early Childhood Teachers into long day care (Gibson, 2013a, 2013b) has 
highlighted the complexity of Early Childhood Teacher professional identities, 
particularly in relation to working in long day care. This inquiry examined some of the 
dominant assumptions about working in long day care and ways of being an Early 
Childhood Teacher in long day care. 
Notwithstanding the importance of professional status and recognition, improving 
wages and conditions continues to be the focus for many working in ECEC. Boyd (2013) 
maintains that substantial increases in wages and benefits must be central to the 
professionalisation of ECEC, in particular the Early Childhood Teacher working in long 
day care. Professionalising the workforce is seen to be a solution, with many promoting 
the link between professional status and the need for professional wages and conditions 
(Boyd, 2013; Sumsion, 2007) and the related need to address pay parity for Early 
Childhood Teachers.  
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Australian early childhood education wages and conditions differ from that of 
school education on some dimensions, including jurisdiction and pay and conditions. In 
Queensland, for example, an Early Childhood Teacher working in long day care earns an 
average wage of $26.55 per hour (Fairwork Australia, 2015). Their jurisdiction is under 
the Educational Services (Teachers) Award 2010 (MA000077). The same Early 
Childhood Teacher working in a Queensland state classroom (Band 3 Step 1) earns an 
average age wage of $39.68 per hour (DET, 2015d). They are under the Teachers' Award 
- State (Classroom Teachers). Both awards require the Early Childhood Teacher to hold a 
Bachelor Degree. Furthermore, the working conditions of Early Childhood Teachers in 
long day care are different to teachers in schools, with teachers in long day care working 
eight-hour shifts, with extended contact hours with children, and four weeks annual leave 
(Fairwork Australia, 2015). The National ECEC Workforce Census (DET, 2013) provides 
a snapshot of the current long day care work context in Australia. Of over 70 000 ECEC 
educators surveyed, spanning all qualification levels, 87% were satisfied with their job, 
but only 49% were satisfied with their pay and conditions. Slightly more than half 
(52.9%) believed that their job had a high social status and 51.3% indicated that their job 
was stressful.  
Recruitment of Early Childhood Teachers is a challenge, with both long day care 
services and preschools competing with schools for teachers. With preschools and schools 
typically offering higher salaries, shorter hours and more leave, DEEWR (2013b) 
research has identified that employers recruiting for preschools generally filled Early 
Childhood Teacher vacancies easily, whereas most employers recruiting for long day care 
services reported greater difficulties and some vacancies remaining unfilled. The recent 
Inquiry into Child Care and Early Childhood Learning (Australian Productivity 
Commission, 2014) confirmed the trend for Early Childhood Teachers to choose to work 
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in the school sector and preschools rather than long day care, primarily as a result of pay 
and conditions being below that offered to teachers in preschools and primary schools. 
It is well documented that the turnover rate for the early childhood workforce is 
high (Australian Government Productivity Commission, 2011). Recent statistics suggest 
that the rate of turnover across all levels of educator qualification in Australia is around 
30% per annum with 180 educators reported leaving ECEC each week (Australian 
Government Productivity Commission, 2011; United Voice, 2013). High turnover among 
Early Childhood Teachers is indeed a complex issue, but it is not isolated to Australia and 
is evident among other countries such as the USA and Japan (Japan Ministry of Health, 
Labour & Welfare, 2012). In the United States, the average annual turnover rate is more 
than 30% for all educators (National Association for the Education of Young Children, 
2004). This high rate is worrying considering the potential impact on the learning, 
development and wellbeing of young children, as well as parental workforce 
participation.  
Amongst the research examining the quality of early childhood programs, the rate 
of job turnover for Early Childhood Teachers is widely seen to be a strong indicator of 
program quality (Cassidy, Lower, Kintner-Duffy, Hegde, & Shim, 2011; Mims, Scott-
little, Lower, Cassidy, & Hestenes, 2008). This result is largely due to the importance of 
relationships in ECEC (i.e., between educators, children and parents). According to 
Cassidy et al. (2011), high teacher turnover can have a deleterious effect on relationships 
between Early Childhood Teachers, children and families. Raikes (1993) found that 
frequent turnover among Early Childhood Teachers prevented children from developing a 
secure attachment with Early Childhood Teachers. Also, Early Childhood Teachers' high 
turnover was found to have a negative impact on children’s learning, social, emotional, 
______________________________________________________________________________________
Chapter 2:  Literature Review  31 
and language development (Korjenevitch & Dunifon, 2010). In sum, high educator 
turnover, skill loss and unmet standards of educator qualification in ECEC limit optimal 
outcomes for children, families and the nation (United Voice, 2011).   
Summary and Implications 
This chapter has reviewed the literature that frames the focus of this research, that 
is, Early Childhood Teachers choosing to work in long day care. Four key areas within 
the international literature have been examined. The first section reviewed the 
international literature on quality in ECEC. Quality is a major focus in current ECEC 
policy and legislation. The range of theoretical and research perspectives on quality in 
ECEC and international trends in government legislation and policy in ECEC were 
examined. The second section reviewed the current Australian ECEC policy context and 
the implications of policy reforms on the current workforce. The third section focused on 
the quality of educator qualifications and the impact of the education, training and 
professional development for Early Childhood Teachers on outcomes for children. The 
final section reviewed the current literature regarding the retention of quality Early 
Childhood Teachers in ECEC, with a particular focus on teachers working in long day 
care.  
With the Australian Government’s current workforce reforms in ECEC, including 
a major shift in qualification requirements, this research provides a timely investigation of 
teaching in long day care. This investigation explores this phenomenon from the 
perspective of Early Childhood Teachers who choose to work in long day care. The 
following chapter, Chapter 3, explicates the constructivist conceptual framework used in 
the study. The constructivist framework supported the research aim to deepen 
understanding of teachers’ experiences of working in long day care. It enabled the focus 
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on individual experience, that is, Early Childhood Teachers’ experience of teaching 
preschool, and how they constructed this within a particular context, that is, the context of 
long day care. The framework also supported the identification and consideration of 
factors impacting individual experiences, and the possible relationships between 
particular factors and experiences.  
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Chapter 3: Conceptual Framework and Methodology 
Introduction 
This chapter describes the research design adopted in this study; the aim of the 
study being to identify and understand factors impacting on the retention of Early 
Childhood Teachers in long day care, from the perspective of Early Childhood Teachers 
who are currently choosing to work in long day care. The first section of this chapter 
discusses the conceptual framework and methodology that guided the study; the second 
section details the method and study design, and the third section discusses research 
rigour and the ethical considerations of the study.  
Social constructivism  
The study is positioned within a social constructivist paradigm. Social 
constructivism is based on the belief that knowledge is constructed rather than 
discovered; a position supported by a range of disciplines, by historians, anthropologists, 
and sociologists of science (Raskin, 2002). While perspectives may vary according to 
different theorists, social constructivists generally hold the view that the world we know 
is particularly of human construction. The underpinning belief is that humans construct 
their understanding of experience to the extent that it shifts meaning from being personal 
and idiographic to being a shared communal way of talking and relating (Gergen, 2009).    
This paradigm calls for a methodological approach that can work with constructed truths, 
explanations and beliefs based on life experiences, which are created within a particular 
socio-cultural (economic and political) context (Stake, 1995; Yin 1998). This approach 
calls for closer look at the social relations that are experienced by the Early Childhood 
Teacher working in long day care.  
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Social constructivism belongs to the constructivist paradigm that theorises about 
how human beings create systems for meaningfully understanding their worlds and 
experiences (Raskin, 2002). While a popular theory in teaching, learning and research, 
confusion arises due to the seemingly indiscriminate use of some terms to describe 
constructivism. As Raskin (2002, p. 1) has observed, “the terms ‘constructivism’, 
‘constructionism’ and ‘constructive’ are employed so idiosyncratically and inconsistently 
in research that at times they seem to defy definition”. According to the Oxford 
Dictionary of Sociology (Scott & Marshall, 2009), the term constructionism is used in 
sociology (the world around us is socially constructed rather than being objective) and 
constructivism in psychology (our psychological or cognitive processes and structures at 
the individual level). Social constructionism is seen to focus on the products that are 
created through the social interactions of a group, while social constructivism focuses 
more on individual learning that occurs as a result of social interactions with others in a 
group (Gergen, 2009). Because constructivism focuses on ways in which individuals and 
societies create constructions of reality, its critics often exhibit varying degrees of 
scepticism about whether individuals have direct and accurate access to an external 
world. In light of these concerns, this next section examines how social constructivism is 
defined within the current research and makes clear how and why this is being used as the 
theoretical basis for the present study. 
Social constructivism is inclined toward a relational view of the person. The term 
social constructivism finds its origin in John Dewey's (1963) Pedagogic creed. Here 
Dewey asserted that the “psychological and social sides of education are organically 
related and that education cannot be regarded as a compromise between the two, or a 
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superimposition of one upon the other” (p. 20). Dewey saw education as a result of the 
empowerment of the learner in a social situation. He saw the learner as becoming a 
member of a community, able to see himself not from an egocentric view, but rather from 
the perspective of the welfare of the community. Dewey believed the school is one form 
of community, which can help learners to construct knowledge socially enabling them to 
participate fully in the “social consciousness of the race” (p. 26). Building on Dewey’s 
idea, Burr (2003) and Gergen (2009) see individual understanding as intimately tied to 
how people use language as a way to generate consensual accounts of themselves and 
their world. Social constructivists contend that people use the idea of truth not simply to 
describe things, but to accomplish particular ends (Raskin, 2002). Burr (2003) promoted 
this view, arguing that people do not create constructs in isolation but do it together. Once 
these shared accounts are applied to reality, it is argued that they take on a life and 
influence of their own. They are assumed by people to accomplish individual social goals 
and, in the process, shape how people understand themselves.  In other words, what a 
group of people regard as true is constrained by the social constructions available to them 
(Burr, 2003).  
Framed by social constructivism, a case study was considered an appropriate 
research method to develop an in-depth understanding of why Early Childhood Teachers 
choose to stay working in long day care.  Reflecting on the purpose of this study, a case 
study research design (Stavrak, 2013; Timmons & Cairns, 2010) is consistent with a 
constructivist orientation and able to make visible Early Childhood Teachers’ beliefs and 
values about ECEC and teaching within a long day care centre. A particular advantage of 
the application of social constructivism and a case study approach is that they supported 
close collaboration between the researcher and the participant and enabled insight into 
individual views and experiences within their work context. According to Douglas 
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(1997), to comprehend the depths of social life and lived experience, the researcher must 
probe deeply into the person’s lived experience. 
We seek truth in the ways we find necessary in the natural social world.  
We create truth from within by finding what works, what enables us to 
understand, explain, piece together, and partially predict our social world 
(p. 5). 
Participants described their views of reality through their stories (Miller & Crabtree, 
1999), and these stories enabled me, as the researcher, to understand the participants’ 
beliefs and actions (Lather, 1992; Robottom & Hart, 1993).  
The social constructivist framework enabled exploration of the context and 
experiences of the Early Childhood Teachers currently working in long day care to reveal 
the connections between the social, cultural and historical aspects of the Early Childhood 
Teacher’s work experience (Richie, Lewis, Nicholls, & Ormston, 2014). This approach 
gave the participants a voice in the research and assisted me to understand how they made 
sense of their experience of working as an Early Childhood Teacher in long day care.  
The work of Larkin and Thompson (2012) challenged me to think carefully about 
data collection, taking care to engage with participants on terms that are amenable and 
meaningful to them. Supporting the collection of rich and descriptive data, I endeavoured 
to set a more informal conversational context for the interviews. I engaged in active 
listening to support shared understanding, continually checking my understanding of 
participant views and experiences with the participants. In this way, social constructivism 
ensured dialogue between the participants and me, as a researcher, to collaboratively 
construct a meaningful reality.  
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Ecological systems model 
 An ecological perspective was helpful to identify and understand the underlying 
factors influencing the attraction and retention of Early Childhood Teachers in long day 
care as an application of social constructivism. Bronfenbrenner's (1979) ecological model 
examines the dynamic, reciprocal influences of individual and environment on human 
development. Bronfenbrenner developed his ecological systems model in an attempt to 
define and understand how human beings create the environments that shape the course 
of human development. The ecological systems model contends that human development 
is influenced by the different types of environmental systems. This model perceives that 
the actions of humans influence the multiple physical and cultural systems of the ecology 
that shape them. In turn, this model makes humans active producers of their development.  
According to Bronfenbrenner’s (1979) original theory, the environment is 
comprised of nested systems which interact in complex ways and can both affect and be 
affected by the person’s development. His ecological systems model initially described 
four systems of contextual influence: microsystem; mesosystem; exosystem; and 
macrosystem (Bronfenbrenner, 1979; Bronfenbrenner & Morris, 1998). Later, he added a 
fifth dimension that comprises an element of time – the chronosystem (Bronfenbrenner & 
Morris, 1998). In other words, as time progresses, people change, and so do their 
interactions and the context surrounding their interactions.  
This model can be extended to the early childhood teacher’s broad development 
and overarching experience of working in long day care. It is particularly appropriate for 
describing the complex system of long day care. Positioning the Early Childhood Teacher 
at the centre of the ECEC work ecosystem, this model enabled consideration of direct and 
indirect, individual and organisational factors that influence the retention of Early 
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Childhood Teachers in long day care. Long day care is seen as a dynamic system with 
multi-directional connections and processes that interconnect within the system.  
A working model of the ecological system of a long day care context is depicted 
in Figure 2. 
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Figure 2. Working model of a long day care context 
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Bronfenbrenner's ecological systems model is now explained in relation to the context of 
this study. 
Microsystem. The microsystem encompasses the interactions between the 
individual and physical, social, and symbolic elements in their immediate environment. 
With the individual Early Childhood Teacher positioned at the centre of the ecosystem, 
the microsystem forms a set of structures with which the Early Childhood Teacher has 
direct contact. The influences between the Early Childhood Teacher and these structures 
are bi-directional. The Early Childhood Teacher influences and is influenced by the 
microsystem. In this study, the microsystem of the long day care centre includes children, 
families, administration, educators, and the surrounding community. 
Mesosystem. The Mesosystem level of influence describes the associations and 
processes occurring between multiple microsystems. Just as the direction of influence 
between the Early Childhood Teacher and each system within the microsystem is 
interconnected, the mesosystem places emphasis on the interconnected relationships and 
influences between the various elements within the microsystem. An example of the 
mesosystem of a long day care centre can be seen in the interactions and dynamics 
between two of its microsystems, children and families. Family expectations regarding 
the education and care of their children create a dynamic that directly and indirectly 
impacts the atmosphere and operation of the long day care centre.  
Exosystem. The exosystem represents the larger social system and settings 
surrounding the long day care service. In this study, the exosystem includes the 
overarching ECEC organisation (i.e., approved provider) that operates the long day care 
services that participated in this study. It includes formal influences (e.g., organisational 
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policies and operational decisions) within this context as well as informal influences (e.g., 
relationships, contingencies and events within the organisation) which directly and/or 
indirectly impact the Early Childhood Teacher. The teacher is not directly present in these 
systems or settings, and may have little influence on decision-making in this context, 
however, the organisation shapes and influences the Early Childhood Teacher’s daily 
work with children and families. 
Macrosystem. The macrosystem is the outermost system of the model, comprising 
the broader social, political and cultural contexts that shape and influence the operation of 
the ECEC organisation, the long day care service and the day-to-day work of the Early 
Childhood Teacher. In this study, the ECEC profession is presented as the macrosystem. 
The ECEC profession includes government policy and funding, community valuing, and 
wages and conditions set through awards and funding. An Early Childhood Teacher and 
their long day care centre are all part of a large professional system. 
Chronosystem. Lastly, the chronosystem describes a temporal influence (either 
consistency or change) on the ECEC environment and the work of the Early Childhood 
Teacher. The chronosystem represents a time-based dimension that influences the 
operation of all levels of the ecological system. In this study, the chronosystem highlights 
the current focus of policy and community interest at the time of the study, that is, the 
introduction of Early Childhood Teachers in long day care and some resistance to change. 
It also takes into account ongoing change and development within ECEC services and 
organisations in response to these policy reforms, including new strategies and initiatives 
to enhance teacher retention within the study centres and overarching organisation. In 
sum, it is recognised that the long day care context and ECEC profession has changed and 
will continue to change over time.  
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Within the interacting systems, interpersonal interactions that are sustained over 
time and committed towards maximising potential are known as proximal processes. 
Proximal processes are also bidirectional in their influence. The ecology changes the 
person and the person changes the ecology. Therefore, individuals are seen to be active in 
their development through particular patterns of attention, action and responses to people, 
objects and symbols from within their environment. The inter-connectedness of the 
interacting systems and these proximal processes are fundamental to the ecological 
systems theory (Bronfenbrenner & Morris, 1998). Applying this ecological system model 
during the analysis supported me, in identifying and understanding the broad mix of 
factors that influenced the experiences of these Early Childhood Teachers, directly and 
indirectly. The model also supported me to consider the relationships and 
interconnections between the different levels of operation alongside the social, culture 
and historical aspects of the ECEC profession.  
Research methodology and design 
The study adopted a case study approach. Although a case study is flexible in 
nature (Merriam, 2002), it is a bounded system (Smith, 1978) in terms of time, space and 
participants comprising the case (Stake, 1995). The aim of the study guided the 
techniques and procedures used to collect and analyse data.  
 Case Study  
Working within the constructivist paradigm, a case study allowed the meanings 
and actions of the individual Early Childhood Teachers to be examined, including 
consideration of individual values and beliefs, as well as other external factors 
influencing their retention in long day care. Merriam (1998) defined a qualitative case 
study as an ‘intensive, comprehensive description and analysis of a single entity, 
phenomenon, or social unit’ (p. 27). Likewise, Yin (2003) identifies a case study as 
investigating a contemporary phenomenon within its real-life context. The focus is on 
developing a deep understanding of that phenomenon. Stake (2000) proposes that case 
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study is more about particularisation, suggesting that case researchers include some of 
their personal meanings of events and relationships and fail to pass along other meanings, 
reconstructing the knowledge that is personally useful. Stake (1995) also notes alongside 
particularity, complexity is a reason to adopt a case study approach. The strengths of a 
case study approach are acknowledged in Simons's work (2009) identifying the primary 
purpose for undertaking a case study is to ‘explore the particularity, the uniqueness, of the 
single case’ (p.4). It is through analysis and interpretation of how people think, feel and 
act that many of the insights and understanding of the case are gained. Gomm, 
Hammersley, and Foster (2009) suggest that case study researchers construct cases of 
considerable depth from naturally occurring social situations. All agree that the emphasis 
of case research is on understanding the case itself (Gomm, Hammersley, & Foster, 2009; 
Merriam, 1998; Simons, 2009; Stake, 2000; Yin, 2003). For this reason, a case study was 
considered an appropriate research method for this study, as it supported the researcher to 
develop an in-depth understanding of the factors influencing these teachers’ decision to 
work in the long day care context.  
The case study was located within one ECEC organisation at a point in time and at 
the beginning of a significant program of work to increase capability.  A further benefit of 
the case study method was that it was sufficiently flexible (Timmons & Cairns, 2010) to 
understand the completixty (Simons,  2009) of the context in which experiences occur. 
Positioning the Early Childhood Teacher at the centre of the dynamic, multi-directional 
and interconnected ECEC ecosystem, this case study sought to enhance knowledge and 
understanding of the connections between the social, cultural and historical aspects of the 
Early Childhood Teacher’s work experience.  
 
Purposeful sampling 
This study adopted the principles of purposeful sampling. According to Morse 
(1991) and Patton (2002), purposeful sampling is a non-random method of sampling 
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where participants are selected on the basis that they are able to provide rich information 
relevant to the study topic. The term purposeful sampling is used in different ways and 
requires some explanation here. Coyne (1997) noted variations of qualitative sampling 
described in the research literature, with the terms purposeful and theoretical used 
interchangeably. Morse (1991) identified the lack of clear guidelines for selecting a 
sample and the resulting confusion in much qualitative research. With Coyne (1997) and 
Morse (1991) highlighting the lack of clear terminology and guidelines in the literature, 
the type of sampling used for this study aligns under the broad term of purposeful 
sampling.   
Using a small sample size to support in-depth understanding of what keeps Early 
Childhood Teachers working in long day care, participants in this study were deliberately 
selected for their appropriateness to the purpose of the research (Morse, 1991). Five Early 
Childhood Teachers working within five different long day care centres were recruited 
and selected to participate in the study. This number of participants and services allowed 
for comparison and contrast between the teachers’ experiences and supported a deeper 
and richer understanding of the work of teachers in long day care. Early Childhood 
Teachers working in long day care, under criteria in line with legislated Early Childhood 
Teacher qualification requirements in Australia from 1 January 2014 (ACECQA, 2013) 
were recruited and selected (Appendix A). Key selection criteria included: 
• The Early Childhood Teacher was identified by colleagues as an 
exceptional Early Childhood Teacher working in long day care, i.e., one who is 
articulate, reflective and willing to share with me. 
• The Early Childhood Teacher had continued to work in long day care for 
over one year. 
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I took an active role during the recruitment and selection of participants. 
Participants were selected because they met the selection criteria and I believed they had 
in-depth knowledge and first-hand experience of working as an Early Childhood Teacher 
in long day care. In the initial stages of the study, my expertise, knowledge and intuition 
played a vital part in determining how and where to locate Early Childhood Teachers who 
were articulate, reflective and willing to share their views and experiences relating to 
what keeps them working in long day care. 
Why the exceptional teacher? 
When you see an Early Childhood Teacher who is an 
expert in action, you know you are in the company of 
greatness.  
(Dr Jim Watterston, Director-General, Department 
of Education and Training, 2015) 
 
The rationale for targeting exceptional teachers was to elicit the views and 
experiences of teachers who had made a successful transition to teaching in long day care. 
My thinking was that the field could learn from teachers who had been identified by 
colleagues as leaders in their field. My professional background as an Early Childhood 
Teacher with experience across a range of education settings also influenced the decision 
to be purposeful in the selection of participants. My current role as an ECEC consultant 
within the study ECEC organisation finds me working in long day care at a point in time 
when almost every aspect of ECEC in Australia is being restructured. I am seeing first-
hand how the introduction of four-year degree‐qualified Early Childhood Teachers to 
provide a preschool program in long day care centres in Queensland is impacting on the 
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culture of long day care in this jurisdiction. While there is a sense of excitement for some 
educators and centres, there is also tension around the role of the Early Childhood 
Teacher within the broader centre context and wage disparities between senior centre 
staff. There has been a constant turnover of Early Childhood Teachers in the region where 
I work.  However, while grappling with this problem, I realised that some Early 
Childhood Teachers were choosing to stay and enjoying teaching in the long day care 
context when they could, most likely, be earning higher salaries working in stand-alone 
preschools or the school sector. I began to wonder what kept these Early Childhood 
Teachers working in long day care.  
To set the criteria for selection of the sample of participants, I invited colleagues 
within the ECEC organisation to share their definition of an exceptional teacher. It was 
generally agreed that there was something about an exceptional teacher that makes them 
stand out from others. Colleagues identified a range of professional attributes that 
characterised an exceptional teacher; they were seen to be sensitive and responsive, 
engaged and positive role models. Reflecting on this list of attributes, colleagues 
identified a pool of 10 Early Childhood Teachers within the organisation who they would 
describe as exceptional and met the other selection criteria. 
In the first round of recruitment, five Early Childhood Teachers were approached 
via e-mail (Attachment E) through the organisation’s gatekeeper (i.e., a nominated senior 
staff member), resulting in three positive responses. A rolling recruitment process 
continued leading to the identification of five participants.  
Data collection 
Data collection commenced on 1 June 2015 and continued for five weeks, ending 
on 10 July 2015. In line with case study methodology (Stake, 2000), the study used in-
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depth interviews as the main data collection method to elicit the Early Childhood 
Teachers’ multiple realities of working in long day care. One advantage of in-depth 
interviewing is that it supports close collaboration between the researcher and the 
participant, enabling participants to describe their views of reality through their stories 
(Miller & Crabtree, 1999). To achieve rich data, a strong advance plan (Stake, 1995) was 
established and is explained next.   
The overarching purpose of this study was to understand the perspectives of Early 
Childhood Teachers choosing to stay working in long day care. The in-depth interview 
process generated data that elicited a more holistic understanding of the participants’ 
views and experiences of teaching in long day care while also providing insight into their 
work contexts. This enabled me to better understand what keeps the participants working 
in long day care.  
The interviews in this study followed a semi-structured approach, with a flexible 
wording and questioning format. Jones (2004) argues that the process of interviewing is 
about making choices; elaborating or probing points of interest, modifying questions, 
asking more questions depending on what is said, and that by the very nature of making 
these choices, the interview imposes structure. She contends that a semi-structured 
interview allows the interviewee to talk using their own terms and enables the interviewer 
freedom to probe points of interest and to seek clarification of meaning. In this way, this 
approach to interviewing supports in-depth exploration of a topic of interest and provides 
insight into individual constructions of reality and their context.  
While seeking to make the interviews as comfortable and conversational as 
possible, each interview followed a broad framework of open-ended questions and 
prompts to seek further information or clarification as necessary. Stake (1995) argues that 
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open-ended questions offer rich and extensive material to reveal how the participants 
construct reality and think about situations, providing noteworthy insights into the case. 
Closed questions were generally avoided although used occasionally to clarify or confirm 
information. Table 1 presents the interview guide or framework used in the study.  
Table 1 
Interview guide 
Overarching Research Question:- 
What keeps Australian Early Childhood Teachers working in long day care? 
Primary prompts (as needed) Secondary prompts (as 
needed) 
1 Tell me about your early days as a teacher in long 
day care? 
 
2 How did you come to work in long day care? 
 
 
3 How was your transition to this work? 
 
How could your transition to 
this work be enhanced? 
 
4 What expectations did you have of working as a 
teacher in long day care? 
 
 
5 What do you enjoy about being a teacher working in 
long day care? 
 
Why? 
6 What don’t you enjoy? Why? 
7 What could be changed to make it better?    
8 What do we take for granted about Early Childhood 
Teachers working in long day care?  
 
 
9 What qualities do you feel an Early Childhood 
Teacher working in long day care needs? 
 
Why? 
 
Participants were provided with a copy of the interview guide (Attachment F) 
before the scheduled interview, giving them time to consider and reflect on their views 
and experiences of working in long day care (Hancock & Algozzine, 2011, Rubin & 
Rubin, 2005). The advantage of this strategy was that both the participant and I had a 
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clear idea of the type of information required to address the research question. These 
questions were designed to gain insight into each teacher’s views and experiences of 
working in long day care. While these guided each interview, particular questions were 
changed according to responses and to follow up emerging themes and ideas. The goal 
was to foster dialogue between the respondent and myself which was critical to obtaining 
a more informed and sophisticated understanding of the reason for Early Childhood 
Teachers staying in long day care (Stake, 1995; Yin, 1998). 
 The interviews were scheduled at a time and place agreed upon by each 
participant. Hancock and Algozzine (2011) reason that interviews conducted in the 
natural setting of the participant may enhance realism; however, to protect participant 
confidentiality the interviews were conducted offsite. A neutral and distraction-free 
location was chosen by the participant to increase the comfort of the participant and the 
likelihood of generating rich data.  Following Seidman’s (2006) suggestion that 
interviews should not be rushed, I allowed as much time as necessary for each interview 
and was guided by the participant in this regard. All interviews ran for 30 to 60 minutes. 
Interviews were audio-recorded by the researcher, using a voice recorder on a tablet and 
phone for backup purposes. I also hand wrote notes during the interviews, recording non-
verbal cues, my reactions to something the participant said, and to keep a record of ideas I 
wanted to follow up with the participant.  
The audio transcripts were transcribed verbatim by me or a transcription service. 
These transcripts constituted the main data source for the study. Following Stake’s (1995) 
recommendation, I also prepared a reflective report soon after each interview, 
documenting key themes and ideas emerging from the teacher's responses to the interview 
questions to support data analysis. These reflections included interviewee insights, 
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descriptive notes on interviewee behaviour and my own initial thoughts and responses to 
the information shared. These post-interview notes allowed me to monitor the process of 
data collection. This quality assurance process had two key purposes: a) to help me to 
remember details of the interviews; and b) to monitor and reflect on my interviewing skill 
to support and continue to strengthen the quality of the interviews. The qualitative 
empirical results were documented in five case study reports. Full transcripts were sent 
back to the participants to ensure that an accurate account of all details were transcribed 
correctly, positively contributing to construct validity (Yin, 2003) before the data were 
de-identified.  
Pilot. After obtaining ethical approval, a pilot was undertaken to test and refine 
the guiding questions, time allocated for the interview, the recording tools and my ability 
to conduct and transcribe the interview before the study proper (Stake, 1995). Being a 
novice interviewer, I selected colleagues who would provide constructive feedback on 
both the interview questions and my interviewing skills. Two colleagues were 
interviewed, one via phone and the other face-to-face. During the interviews, I became 
conscious that I was actively checking myself to refrain from giving the participant 
advice. Providing coaching and mentoring is part of my role as an ECEC consultant but is 
clearly not a positive element in a research interview. To support the rigour of the study 
findings, I needed to be very aware of my role, as a researcher, and that I was an 
employee of the same organisation as the interview participants. The feedback I received 
from my second pilot interviewee was that I could have asked the participant if there was 
any further information they wanted to provide. This question was later added to the 
interview guide. During the telephone conversation, I wrote notes about secondary 
prompts/questions and ways to rephrase a question or to acknowledge a response. Taking 
notes during the interviews served to strengthen the clarity of the interview and supported 
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me to develop and ask secondary questions where needed. Note taking also supported the 
pacing of the interview and giving time for the participant to think and provide further 
information. I reflected on my interviewing technique after each interview and looked for 
ways to improve my technique.  
 Data analysis 
In line with the social constructivist paradigm (Rubin & Rubin, 2005), analysis of 
the interview data followed Braun and Clarke’s (2006) phases of thematic analysis. Data 
were analysed holistically to identify and describe patterns, themes and categories looking 
for similarities and differences within and between the participants’ professional 
experiences (Creswell, 2008; Guest, Namey, & MacQueen, 2012).  
To conduct thematic analysis, the recorded interviews were transcribed in full by a 
transcription service or me. Verbatim transcription of the recorded interviews provided 
the best database for analysis. Even though transcribing some of the interviews was, at 
times, a tedious and time-consuming process, it supported me to develop an intimate 
familiarity with my data.  To support accuracy, the written transcripts were read several 
times over while listening to the recordings to correct any errors. While recognising the 
time and labour involved, Creswell (2012) argues the benefits of this approach in 
ensuring accuracy, facilitating familiarisation with the data, and enabling the data analysis 
process to begin.  
With the primary research question in mind, the sub-questions guided the 
analysis:- 
• What attracted these Early Childhood Teachers to long day care? 
• What supports the transition to long day care? 
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• What helps to retain these Early Childhood Teachers in long day care? 
• Why may these Early Childhood Teachers leave long day care?     
The transcribed interviews were read a number of times to develop a holistic 
understanding of individual participant’s views and experiences (Guest, Namey, & 
MacQueen, 2012). During this process, relevant phrases ideas or concepts were 
highlighted within the transcripts and notes made about potential themes emerging from 
the data. I continued to read and re-read each transcript to understand individual views 
and experiences and to identify common ideas.  While acknowledging the social 
constructivist paradigm as a lens through which the data were analysed, the aim was to 
become immersed in the data without analytical preconceptions (Braun & Clarke, 2006).  
I worked on each interview separately and reflected deeply on the transcript to 
discover what participants were telling me about their work in long day care. While 
following Creswell’s (2008) framework of “ordinary themes”, “unexpected themes”, 
“hard-to-classify themes” and “major and minor themes” (p. 257), I used the following 
prompts (Ryan, 2006), as a strategy to ask some basic questions about the emerging 
themes.  
• What can I tell about the person in my data? 
• What is going on and why? 
• What can I read between the lines and what is the basis of my reading? 
• What tentative conclusions am I coming to? 
• What themes are coming from me (i.e., what themes are arising out of my 
reading and earlier theorising)? 
• What themes are new, in the sense that they are emerging from the 'facts' 
of the data? 
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• What tentative conclusions are influenced by the values, attitudes or 
meaning repertories of the person who produced the data? 
• What makes me focus on some particulars of the data and not on others? 
 
My approach to the analysis was inductive. A number of tools and techniques to 
identify, code and understand emergent themes were used. I wrote memos to myself to 
capture ideas and thoughts that I wanted to explore in greater depth. In the first instance, I 
used QSR International's NVivo 10 qualitative data analysis Software  to assist me to 
manage and explore the data. When more familiar with the data, I began to explore 
emerging themes through the use of the mind mapping software Mindmeister 
(MeisterLabs, 2016). Another supporting technique was the use of visual hand written 
notes that I displayed on my office wall. Further detail of my use of this mix of tools and 
techniques is provided next.  
The NVivo qualitative data analysis Software (QSR International Pty Ltd. Version 
10, 2012) proved a useful tool for managing the data for preliminary analysis. In QSR 
International's NVivo 10 Software, queries can be used to automatically code data based 
on the words or phrases they contain. This program proved a useful starting point for 
reviewing my data. For example, the image in Figure 3 captures the way in which QSR 
International's NVivo 10 Software distilled key themes in the data using text search and 
word frequency queries. The visual representation of the QSR International's NVivo 10 
Software generated themes denote how frequently particular terms appeared in each 
transcript. In response to the question “what qualities do you feel an Early Childhood 
Teacher working in long day care needs?” the word ‘passion’ emerged as a strong and 
central theme across all transcripts. As a result, I decided to explore the nature and 
______________________________________________________________________________________
Chapter 3:  Conceptual Framework and Methodology   53 
meaning of passion in the transcripts and the impact of this on the attraction and retention 
of these Early Childhood Teachers in long day care. 
 
 
Figure 3. Desirable qualities of Early Childhood Teachers working in long day care 
 
QSR International's NVivo 10 Software provided the tools to create codes that 
suited my approach to thematic analysis.   I was able to create codes as I worked through 
the transcripts. The codes were made visible in the margins of documents so that I could 
see, at a glance, which codes had been used where. In addition, it was possible to write 
memos about particular aspects of a transcript and link these to relevant pieces of text in 
different transcripts. As each interview took place, my coding in QSR International's 
NVivo 10 Software was growing in number but clear themes were emerging. QSR 
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International's NVivo 10 Software also supported the collation of codes by reducing 
overlapping and redundant codes. Through this process of data reduction, the large body 
of data were transformed into a smaller number of key themes responding to the 
overarching research question.   
While the search tools in QSR International's NVivo 10 Software allowed me to 
analysis data at a particular level, to improve the rigour of the analysis process, I 
recognised the value of both manual and electronic tools to further explore emerging 
themes. In addition, I used the software program Mindmeister (MeisterLabs, 2016) to 
further manage the information that I had generated from QSR International's NVivo 10 
Software. Concept mapping helped me to explore themes that had begun to emerge 
through QSR International's NVivo 10 Software. 
Throughout the data analysis process, I developed the routine of sharing updated 
summaries of my process of analysis and research findings with my supervisors. These 
summaries provided a way to communicate my research progress to my supervisors for 
peer reviewing and to support the process of data analysis and trustworthiness. After the 
third interview, I began to see some similarities appearing in the teachers’ talk. I noted 
these similarities however needed to be mindful that they did not influence the other 
interviews or predispose their analysis. The interview guide supported this process, as did 
my reflective diary. The reflection below, taken from my diary, shows how this worked. 
This reflection on both the research process and the data collected helped me to keep an 
open-mind and to be thorough and systematic in my work, maintaining a focus on the 
interviewee’s views and experiences of their work. The following table (Table 2) was 
taken from my reflective diary.  It summaries the steps involved during data analysis.  
______________________________________________________________________________________
Chapter 3:  Conceptual Framework and Methodology   55 
 
Table 2 
Reflection diary excerpt 
Step 1 
 make notes about my first impressions 
 read each transcript again 
 read each line one by one 
Step 2 
 label relevant words, phrases, sentences, sections 
 Coding 
 it is repeated in several places 
 it surprises me 
 the interviewee explicitly states that it is important 
 I have read about something similar in previously published reports 
 it reminds me of a theory or a concept 
 for some other reason I think it is relevant 
3/8/15 reflection  
I’m noticing the language that the participants are using.  Why does P4 feel that she is 
‘lucky’ to be a facilitator?  Is that leadership role something that keeps the Early 
Childhood Teachers working in long day care?  I get that feeling because I also got 
excited when I was asked to speak at a workshop etc. or asked for my work to be shared.  
I always appreciated being asked to take on leadership roles…if I am honest…it was 
something that I craved…I liked being challenged.  
 label anything relevant 
Step 3 
 decide which codes were the most important, and create categories by 
bringing several codes together 
 drop codes not needed 
 create new codes by combining two or more codes 
 go through all codes created in the previous step 
 keep codes that are important and group them together 
 create themes 
 unbiased, creative, open minded 
5/7/15 reflection  
Today, I have returned to my literature review to re-read.  I am finding many 
connections to what the literature says and what the Early Childhood Teachers say 
especially with regard to quality and retention. 
Step 4 
 label themes and decide which are the ones most relevant and how they 
are connected to each other 
 label the themes 
 describe the connections between the themes 
Step 5 
 Is there a hierarchy of the themes? 
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 Is one category more important than the other? 
 Can a figure (visual) be created? 
Step 6 
 Results 
 describe the themes and how they are connected 
 discussion 
 my interpretations and discuss results 
 are these results similar to  
 previously published studies 
 theories or concept from this field 
 other relevant aspects 
 
In sum, a process of inductive analysis was used. I looked for emerging themes 
and descriptions that were directly linked to the data without using a pre-existing coding 
framework (Patton, 2002). The themes and descriptions were reviewed in the context of 
each transcript and then in relation to each other (Creswell, 2008). Data reduction (Miles 
& Huberman, 1994) was facilitated by the collation of codes (Creswell, 2012), enabling 
the identification of main themes in relation to the research questions (Braun & Clarke, 
2006). 
Through the process of data reduction, the large amount of data transformed into a 
small number of summarised reports leading to thick description. Figure 4 provides a 
summary of the six phases of thematic analysis that were used in this study.  
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(Braun & Clarke, 2006)  
Figure 4. Phases of thematic analysis 
Phase 1 
• Familiarisation with the data 
•  Transcribing audio interviews. 
- reviewing the organising handwritten field notes. 
- reading and re-reading transcripts. 
- noting initial ideas or concepts 
Phase 2 
• Generating initial codes 
• Coding interesting features of the data in a systematic fashion across 
the entire data set, collating data relevant to each code 
Phase 3 
• Searching for themes 
• Collating codes into potential themes, gathering all data relevent to 
each potential theme 
Phase 4 
• Reviewing themes 
•  Checking if the themes work in relation to the coded extracts (level 
1) and the entire data set (level 2), generating a thematic map of the 
analysis 
Phase 5 
• Defining and naming themes 
• Ongoing analysis to refine the specifics of each theme and the 
overall story the analysis tells, generating clear definitions and 
names for each theme 
Phase 6 
• Producing the report 
• The final opportunity for analysis.  Selection of vivid, compelling 
extract examples, final analysis of selected extracts, relating back to 
the analysis, research question and literature, producing a report of 
the analysis 
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Quality and Research rigour 
            Research Rigour 
 
There is increasing recognition of the valuable contribution that qualitative 
research can make to ECEC (Houghton, Casey, Shaw, & Murphy, 2013). While the 
affordances of qualitative research are recognised, strategies need to be in place to ensure 
rigour and the trustworthiness of findings. This study used the four criteria for research 
rigour proposed by Lincoln and Guba (1985): credibility; dependability; confirmability; 
and transferability. Strategies to ensure the rigour of this research included peer 
debriefing, member checking, an audit trail, reflexivity, and thick description (Lincoln & 
Guba, 1985). In this next section, I outline these criteria and the supporting strategies 
applied within this study. 
Credibility refers to the value and believability of the findings (Lincoln & Guba, 
1985) and involves two processes: conducting the research in a believable manner and 
being able to demonstrate credibility.  
Peer debriefing. According to Lincoln and Guba (1985), the researcher’s 
interpretation of the data may be more credible if peers define the data in the same way. 
In this study, peer debriefing was used to verify whether or not an expert would agree 
with the coding process and outcomes. Peer debriefing enhanced the credibility of the 
study findings. 
Member-checking. Allowing the participants to read the interview transcript seeks 
to verify that they were accurately recorded and are, therefore, credible (Stake, 2000). In 
this study, member-checking was conducted following transcription and the five Early 
Childhood Teachers were each asked to verify the transcript of their interview. Each 
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participant was e-mailed a copy of the transcribed interview inviting them to add or 
remove content to ensure a clear and accurate account of their views and experiences of 
working in long day care. All participants verified their transcript with one participant 
adding additional information. I also contacted participants to clarify demographic 
information.  
Dependability is often compared with the concept of reliability in quantitative 
research and refers to how stable the data are (Graneheim & Lundman, 2004).  
Audit trail. Rigour can be enhanced by maintaining a record of the decisions made 
throughout the research process to provide an audit trail and rationale for the 
methodological and interpretative judgements of the researcher (Rubin & Rubin, 1995). 
In this study, an audit trail was maintained through comprehensive notes documented in 
my reflective diary related to the contextual background of the data and the impetus and 
rationale for methodological decisions (Glaser & Strauss, 1967).  
Confirmability refers to the neutrality and accuracy of the data (Tobin & Begley, 
2004). 
Reflective diary. The credibility of any study rests on the procedures implemented 
to collect and analyse the data and the self-awareness of the researcher throughout the 
research process. Maintaining a reflective diary can demonstrate how the theoretical 
perspective taken affected data collection and research (Koch, 1994). My reflective diary 
supported my critical reflection on my work. I documented the research process as it 
unfolded, recording my insights and thoughts about my work, personal challenges and the 
rationale for decisions I made throughout the research. In turn, my critical reflections 
enhanced dependability and highlighted the transparency of the process. My thoughts and 
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ideas documented during data collection also helped in the development of the final 
themes and subthemes. 
Transferability refers to whether or not particular findings can be transferred to 
another similar context or situation while still preserving the meanings and inferences 
from the completed study (Leininger, 1994). 
Thick description. To determine transferability, the original context of the 
research must be adequately described so that judgements can be made (Koch, 1994). The 
emphasis should be on creating ‘thick’ descriptions, including accounts of the context, the 
research methods and examples of raw data so that readers can consider their 
interpretations (Stake, 1995). The study used thick description to optimise the 
transferability of its findings. In reporting the study findings, detailed and appropriate 
descriptions have been offered so that readers can make informed decisions about the 
applicability of the findings to other similar contexts. This process includes a description 
of the long day care centre context using Bronfenbrenner’s Ecological Systems model as 
a framework to explain the work context and interrelated factors (enablers and 
challenges) impacting on these teachers’ views and experiences of working in long day 
care. Examples of raw data are also included so that alternative interpretations can be 
considered. For this purpose, direct quotes from the participants are included. Also, 
excerpts from the field notes provide further explanation as to how the themes emerged 
from the data. 
Specific strategies, as defined above, were sought to maximise research rigour. 
Table 3 illustrates the four processes for determining trustworthiness in qualitative 
research and outlines the main strategies for addressing them.  
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Table 3 
Strategies for rigour 
Approaches to rigour Strategies 
Credibility Peer debriefing 
Member checking 
Dependability Audit trail 
Reflexivity 
Confirmability Audit trail 
Reflexivity 
Transferability Thick description 
(Lincoln & Guba, 1985)  
            Ethics 
Ethical approval was sought and approved by Queensland University of 
Technology’s University Human Research Ethics Committee. The study was conducted 
in accordance with the National Statement on Ethical Conduct in Human Research 
(National Health and Medical Research Council [NHMRC], 2007), adhering to principles 
of integrity, respect for persons, beneficence and justice. QUT Ethical Clearance-Level 1 
(Low Risk) was granted on 17 April 2015 (Ethical approval number 1500000187, QUT 
Human Research Ethics Committee [QUT HREC], 2015) (Appendix B). 
All participants were recruited from the one ECEC organisation. Approval to 
proceed with the research was also sought and approved by the ECEC organisation. The 
ECEC organisation approval was granted on 7 May 2015 subject to the following 
conditions:- 
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• Conduct the research in accordance with QUT HREC approved protocol, QUT 
policy, NHMRC Australian Code for the Responsible Conduct of Research 
and the provisions of any relevant State/Territory or Commonwealth 
regulations or legislation. 
• Conduct the research project in accordance with the ECEC organisation’s 
Code of Conduct and the ECEC organisation’s Privacy Policy. 
• Immediately advise the ECEC organisation’s gatekeeper if any complaints are 
made about the project or if continuation of the research may be harmful in 
any way to a participant or participants. 
• Follow all directions of the ECEC organisation’s centre staff when in a centre 
or the ECEC organisation when engaged in this research activity. 
• Provide research progress updates to the ECEC organisation’s gatekeeper. 
• Provide the draft dissertation and/or any articles or publications to the ECEC 
organisation’s gatekeeper for approval prior to submission of material to any 
third party. 
• A licence is granted to the ECEC organisation to use the research for 
information and promotional purposes. 
To support anonymity, the ECEC organisation has been given a pseudonym and 
named RCK Early Education Centres.  
An invitation was extended to potential participants via the ECEC organisation’s 
gatekeeper, a senior leader within the organisation. The gatekeeper shared information via 
e-mail about the study with eligible participants (Appendix E) with the Information Sheet 
(Appendix D) and the Informed Consent Form (Appendix C) attached. Importantly, this 
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e-mail disclosed my employment with the ECEC organisation and no Early Childhood 
Teachers were contacted in the region in which I currently work. 
The written Information Sheet provided information about the purpose and aim of 
the study, background information on the study, data collection procedures (e.g., how 
interviews will be carried out) and the intended use of findings. Potential participants 
were given a timeframe to respond and a reminder e-mail was sent by the organisation’s 
gatekeeper. Once the initial information was e-mailed by the ECEC organisation’s 
gatekeeper, no further contact was made unless the participant expressed interest in the 
study. In an effort to overcome any feeling of obligation to participate, I explained to 
participants, via the recruitment e-mail and the participant information sheet, that they 
could decide to participate or not, and their decision would have no impact on current or 
future relationships with the ECEC organisation or me.  
Informed consent was obtained from participants prior to the commencement of 
data collection confirming their voluntary participation and consenting to me retaining 
their data for possible future research studies. In the information sheet, and again, at the 
beginning of each interview, participants were advised of privacy and confidentiality 
processes and that their participation was voluntary. To uphold ethics, I also disclosed 
verbally that I was an employee of the ECEC organisation. Participants were advised that 
they could withdraw from the interview at any time without comment or penalty. 
Participants were also informed that de-identified data would be shared with the ECEC 
organisation as part of this research and that pseudonyms would be used to support 
participants’ anonymity and confidentiality. However, I also explained to the participants 
that, being a small study with only five participants, there was some risk of them being 
able to be identified, despite these measures. 
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My key objective over the course of data collection was to demonstrate respect for 
the views of the participants (Hancock & Algozzine, 2011) and their work contexts. 
Participants were reminded before the interview and during the interview that any explicit 
reference to a child, colleague or centre or any other possible identifiable element would 
be removed from the transcript by me to support confidentiality and their anonymity. 
Before recording, I obtained the participant’s verbal permission. To ensure the openness 
and candidness of the participants, it was crucial that the general ethical principles of 
integrity, respect and consent were adhered to. Data were collected in a way that 
supported the participating Early Childhood Teachers to reflect on and to share their 
views and experiences of what keeps them working in long day care. Each participant 
was also provided with the opportunity to review their interview transcript to edit and add 
information, and to comment on its accuracy in presenting their views prior to 
commencement of the analysis process. As recommended by Creswell (2012), 
participants were advised that a synopsis, including key findings, of the completed study 
would be made available on request. A report will also be provided to the ECEC 
organisation to support the applied nature of this research.  
Limitations 
The research design and process of this study was considered well suited to 
address the identified knowledge gap and provide new insights into the retention of Early 
Childhood Teachers in long day care. However, as with all research, there were 
limitations to what could be achieved, how the data were gathered and interpreted, and 
how the study findings can be used. These relate to (1) the time and cost of the research 
sample, (2) the data collection source, (3) social desirability, (4) the data analysis, and (5) 
researcher subjectivity (Creswell, 2012; Stake, 2000; Yin, 2003) 
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The time and cost of the research sample. The first limitation relates to the time 
and cost of the research sample. Case study data is time-consuming to collect, and even 
more time-consuming to analyse (Creswell, 2012). Cutting corners on both collecting and 
analysing data is likely to seriously weaken the value and credibility of any findings 
produced (Baxter & Jack, 2008). This process means that case studies can be expensive. 
However, this limitation was not an issue in the current context. This research sample was 
a small-scale study (i.e., five purposefully selected participants), offsetting the cost, and 
the use of a case study was an ideal data collection approach for the purpose of this study.  
The data collection source. The second possible limitation of the study relates to 
the data collection source. This study was reliant on face-to-face interviews to elicit the 
data needed to understand why these Early Childhood Teachers are choosing to work in 
long day care. These interviews were the only data collection strategy. However, the use 
of a case study that involved several participants and sites provided rich data and 
contributed different perspectives on the research topic, while making effective use of the 
time available for data collection (Creswell, 2012; Glesne, 1999).  
Social desirability. A third potential limitation of this study was social 
desirability. Social desirability is the tendency to answer questions in a manner that will 
be viewed favourably by others in a socially acceptable direction (Crowne & Marlowe, 
1964). This response bias occurs mainly for items or questions that deal with personally 
or socially sensitive content (Spector, 2004). The interviews could be compromised due 
to the Early Childhood Teacher saying what they think looks good or is sought by the 
researcher, and not being open and honest about their views and experiences, especially 
with respect to sensitive issues. To reduce the likelihood of social desirability, I 
negotiated with the participant where the interview would take place. I provided each 
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participant with the interview guide in advance, giving them time to reflect on their 
experience. Building a positive rapport with the participant early in the interview process 
was deliberate to support the participant opening up and talking in greater depth about 
their experiences of working in long day care. Sufficient time was provided, allowing the 
participant to feel comfortable and valued; I reminded the participant of the 
confidentiality of the interview, encouraging open and honest responses. 
Difficult to analyse data. A possible fourth limitation related to the difficulty of 
analysing the data. While it is known that case studies provide no basis for statistical 
generalisation (Yin, 2003), they can support analytical generalisations discussed as key 
findings. This study aimed to enhance understanding of the work of Early Childhood 
Teachers in long day care and factors that support their retention in this work setting. 
However, the complexity of the research context can make the findings of such research 
difficult to summarise. Also, participants are self-reporting and the researcher was not 
seeking to validate their interpretation of events. Participant’s personal and professional 
beliefs are also relevant in this context, and will influence participant behaviour and 
transferability of findings; however, here, the focus was on enhancing understanding, not 
making any claims about transferability of findings. When case studies are successful in 
revealing some of the complexities of social or educational situations, there can be a 
problem of representation. It is often difficult to present an accessible and realistic picture 
of that complexity in text. For instance, writing is predominantly a linear form of 
communication, with a beginning, middle and end, but much of what case study research 
reveals is simply not like that. Often, by writing about one aspect of the findings as, for 
example, one person’s story, other aspects of the findings may be unintentionally 
concealed. There are often several different ways to present the same set of issues, each 
one of which is subtly different in its approach and emphasis. This situation can make the 
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findings of such research very difficult to summarise (Hodkinson & Hodkinson, 2001). 
However, I used QSR International's NVivo 10 Software and Mindmeister (MeisterLabs, 
2016) to assist in the management of data. These programs enabled me to explore 
emerging themes in depth to support the rigour and dependability of the study. Accurate 
description of participant responses, peer debriefing and member checking also supported 
the credibility of the data analysis.  
Researcher subjectivity. Finally, as in all research, potential limitations associated 
with research subjectivity or bias need to be recognised and addressed. As an Early 
Childhood Teacher and ECEC consultant working within the study ECEC organisation, I 
have personal and professional views and experiences relating to the research topic. To 
support the rigour and dependability of the study, it was essential that I acknowledged 
and reflected on my biases, beliefs and values throughout the study.  
In so saying, Stake (1995) argued that subjectivity should not be seen as a failing 
needing to be eliminated but as an essential element of understanding. My expertise, 
knowledge and intuition are a vital part of the case study approach. In this research, my 
experience supported the purposeful selection of participants able to provide insight on 
the research topic. It also assisted me to plan and select the questions to ask and how to 
ask them. This knowledge and experience also supported my understanding and analysis 
of data, drawing out themes of interest. In this way, I was continually making judgements 
about data. For these reasons, a key determinant of the quality of this case study research 
is the quality of the insights and thinking provided by me. 
The benefit of researcher subjectivity in this research demanded that I conduct the 
research in a reflective and transparent process (Stake, 1995). Reflection entails providing 
a rationale for decisions made, instincts and personal challenges that I experienced during 
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the research (Koch, 1994). Articulating my assumptions and experiences through 
reflective and analytical memos, written before and during data gathering and analysis, 
contributed to transparency. My experiences in teaching in ECEC provided me with some 
professional and personal lenses for approaching this research. Specifically, I brought to 
this research process: a) experience in early childhood teaching in preschool; and b) an 
insider perspective of the complexities Early Childhood Teachers face while working in 
long day care. 
Chapter summary 
Chapter 3 has outlined the theoretical framework and methodology that 
underpinned the research. Social constructivism positions the Early Childhood Teachers’ 
perspectives of working in long day care as knowledge that is constructed rather than 
discovered; Early Childhood Teachers are active in the construction of their work reality 
based on their experiences in the long day care context in which they work. 
Bronfenbrenner’s work on ecological systems (Bronfenbrenner & Morris, 1998) was 
drawn on as a key tool to read the data. The chapter has argued the appropriateness of 
using case study as the research method and semi-structured interviews as the research 
technique in this study. The process used for data collection and analysis for the purpose 
of understanding the factors impacting on the retention of Early Childhood Teachers in 
long day care were explained. Finally, this chapter discussed the research rigour and the 
ethical considerations of the study. The following chapter presents the findings of the 
study. 
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Chapter 4:  Findings 
Introduction  
The purpose of the study was to investigate factors that support the retention of 
Early Childhood Teachers in long day care centres. This chapter presents the study’s 
findings in answering the overarching research question: What keeps Australian 
teachers working in long day care? In line with the research aim, the chapter 
organises the study’s findings around the four sub-questions: a) What attracted these 
Early Childhood Teachers to long day care; b) What supports the transition to long 
day care; c) What helps to retain these Early Childhood Teachers in long day care; 
and d) Why may these Early Childhood Teachers leave long day care? Figure 5 
summarises the study’s findings, indicating major themes and subthemes that 
emerged from the data. 
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Figure 5. Summary of themes and subthemes 
 
Participant profiles  
Before turning attention to the findings, the chapter now introduces the 
participants, Bella, Lucy, Molly, Sophie and Zoe. Their names have been changed, 
although their gender identification has been preserved. Most other details have been 
generalised to provide as much anonymity as possible for the participants, their long 
day care centres and their employer. Table 4 includes the participant's age, 
qualification(s), and years of teaching and professional experience in ECEC and/or 
schools. While designed to introduce the participants, a key purpose of the profiles is 
to highlight the diverse qualifications and career pathways of these teachers.  
What attracted 
these Early 
Childhood Teachers 
to long day care? 
•  Job security/lack of alternative employment 
•  Passion for teaching generally and for preschool age group 
specifically 
•  Opportunities to exercise pedagogical leadership 
•  Freedom of curriculum 
•  Commitment to play-based teaching and learning 
•  Leadership opportunities 
What supports the 
transition to long 
day care? 
• Prior knowledge and experience 
• Understanding the business and culture of long day care 
What helps to 
retain these Early 
Childhood Teachers 
in long day care? 
• Personal and professional qualities 
• Strong sense of professional identity 
• Collegial relationships 
• Centre and organisational leadership and support 
Why may these 
Early Childhood 
Teachers leave long 
day care? 
• Wages and conditions 
• Demands of the long day care context 
• Longer hours (longer day, longer year) 
• Documentation 
• More staff - with different qualifications and practices 
• Changing dynamics of long day care 
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Table 4 
Participant profiles 
Lucy Lucy is 25 years old. She graduated with a Bachelor of 
Education (Primary) in 2010, allowing her to teach children from 
Prep to Year 10. Lucy has worked in primary schools and was 
teaching Year 1 in a remote town before relocating. Lucy has been 
working as an Early Childhood Teacher at RCK Antonio for two 
years.  
Lucy found it difficult to secure a job teaching in schools, 
so looked at expanding opportunities in the ECEC sector, in 
particular teaching preschool. However, as she was not qualified to 
teach this age group, she was required to complete a VET bridging 
program for registered primary teachers. Lucy enrolled in this 
program, which comprises nine online modules from the VET 
Diploma of ECEC and is currently completing this bridging 
program. 
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Bella Bella is 64 years old and immigrated from Zimbabwe. She 
holds a Certificate of Teaching (obtained overseas), Australian 
Bachelor of Education Studies, and an Australian Graduate 
Diploma of Education (Early Childhood). Bella has been teaching 
since 1972, with teaching experience spanning ECEC settings prior 
to school and primary school. Her 43 years in the profession have 
included five years teaching in primary school in Zimbabwe, a few 
years primary tutoring while she had small children, and two years 
teaching in primary schools in Australia. Bella’s first experience of 
teaching preschool was founding a purpose-built school in 
Zimbabwe. Overall, her early childhood teaching experience has 
consisted of nine years in Zimbabwe and 11 years in Australia. 
Bella has been working as an Early Childhood Teacher at RCK 
DeDaunton for two years. 
Despite having primary qualifications, Bella required 
additional qualifications to teach in Australia. For this reason, she 
completed a Bachelor of Educational Studies and a Graduate 
Diploma of Education (Early Childhood). These additional 
qualifications met ACECQA and the Queensland College of 
Teachers requirements to teach in Queensland schools and ECEC. 
Molly Molly is 39 years old. She has a Bachelor of Education 
(Primary) and, after 15 years teaching, returned to university to 
complete a Graduate Diploma in Early Childhood.  
Her teaching career consists of 11 years teaching in primary 
schools and five years teaching in ECEC services prior to school. 
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Molly has been working as an Early Childhood Teacher at RCK 
Flynn for two years. 
Sophie Sophie is 32 years old and initially completed an Advanced 
Diploma of ECEC. She has worked in many long day care centres 
in various roles, including as a Lead Educator with the preschool 
age group and Centre Director.  
Sophie decided to upgrade her Advanced Diploma of 
ECEC qualification with the introduction of preschool approved 
programs in RCK Early Education Centres. Sophie completed a 
Bachelor of Education (Primary) and a second major in early 
childhood. She advised that she completed a primary degree as a 
backup for the future. 
Sophie has been working for RCK Early Education Centres 
for 12 years and has been at RCK McCashney for six years. Sophie 
has been an Early Childhood Teacher for the past 18 months and 
has recently finished her degree. 
Zoe Zoe is 37 years old. She initially completed a Diploma of 
Child Care and Education, then a three year teaching degree and 
has held her Bachelor of Education (Early Childhood) since 2011. 
She has been working in ECEC for 20 years. Across those years 
she has worked many roles including seven years as a Centre 
Director. Zoe has been employed by RCK Early Education Centres 
for 12 years and has been at her current centre for six years.  
Zoe decided to start her teaching qualification to increase 
her skills and confidence working with the preschool age group. 
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Zoe completed her three-year degree after working for a few years 
as a Lead Educator. She revealed that she was not able to afford to 
complete the fourth year of her Bachelor degree due to the 
additional expense of needing to take leave without pay to 
complete the practical component of the course. Zoe eventually 
completed her fourth year through a government funded 
scholarship opportunity, designed to address the ECEC teacher 
shortage and support implementation of the new requirement for 
Early Childhood Teachers to deliver the preschool program in long 
day care. 
 
Participants were asked to provide demographic information, including details 
such as qualifications and experience. The following table (Table 5) is a summary of the 
participant’s profiles including age, qualification, previous teaching experience and 
current context experience. 
Table 5 
Summary of participants’ qualifications and experience 
Name Age Qualifications Previous Experience Current 
Context 
Experience 
Lucy 25 Bachelor of Education 
(Primary) 
Diploma of Early 
Childhood Education and 
Care (enrolled) 
Primary School 
- 2 years 
2 years 
Bella 64 Overseas qualifications: -
Certificate of Teaching 
Australian qualifications:- 
Primary School  
- 7 years 
Early Childhood 
2 years 
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Bachelor of Education 
studies 
Graduate Diploma of 
Education Early childhood 
- 20 years 
Part owned and 
managed long day 
care centre 
- 8 years 
 
Molly 39 Bachelor of Education 
(Primary) 
Graduate Diploma Early 
Childhood 
Primary School  
- 11 years 
Early Childhood 
- 5 years 
 
2 years 
Sophie 32 Advanced Diploma ECEC 
Bachelor of Education 
(Primary) and a second 
major in early childhood 
Long day care 
(Various roles 
including Centre 
Director) 
- 12 years 
4 years 
Zoe 37 Diploma of ECEC 
Bachelor of Teaching 
(Early Childhood) 
Bachelor of Education 
(2011) 
Long day care 
(Various roles 
including Centre 
Director) 
- 20 years 
6 years 
Centre profiles 
All five participants work for the same ECEC organisation, RCK Early 
Education. The following table (Table 6) provides a snapshot of the participants’ 
different contexts, in relation to the size of the centre, age range of children, staffing, 
socio-economic context and quality rating. 
Table 6 
Centre profiles 
Centre 
Name 
Approved 
Places 
Number of 
rooms 
Age range Location Socio-
economic 
Status 
Number 
of 
educators 
NQS 
rating 
RCK 
Antonio 
75 5 - Six weeks to 
school age 
- Before and 
after school 
care 
Walking 
distance of the 
regional 
hospital and 
train station. 
Low 13 Meeting 
NQS 
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- Bus service 
RCK 
DeDaunton 
62 4 - Six weeks to 
school age  
- Before and 
after school 
care 
- Vacation care 
Surrounded by 
tropical 
bushland only 
minutes away 
from local 
shops, schools 
and transport. 
High 12 Exceeding 
NQS 
RCK Flynn 75 5 - Six weeks to 
school age  
- Before and 
after school 
care 
- Vacation care 
- Bus service 
Close to a 
variety of 
local schools 
and shopping 
complexes. 
High 12 Working 
Towards 
NQS 
RCK 
McCashney 
119 3 buildings - 
Junior Side, 
Senior Side 
and a 
Schoolies 
Room 
- Six weeks to 
12 years  
- Before and 
after school 
care 
- Vacation care 
- Bus service 
Situated in a 
growing 
community. 
High 21 Provisional 
- Not Yet 
Assessed 
RCK 
Tosswill 
75 x 2 
buildings 
2 buildings - 
6 rooms 
opened 
- Six weeks to 
school age  
- Before and 
after school 
care 
- Vacation care 
- Bus service 
 
Situated in a 
well-
established 
area, close to 
public 
transport and 
small 
shopping 
complexes. 
High 14 Provisional 
- Not yet 
assessed 
 
The chapter now turns to the sub-questions that guided data collection and 
analysis.  
What attracted these Early Childhood Teachers to long day care? 
To begin, data were analysed to identify what initially attracted these 
participants to work in a long day care centre. Three themes emerged from the data: a) 
job security/lack of alternative employment; b) passion for teaching generally and the 
preschool age group specifically; and c) opportunities for pedagogical leadership. 
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While recognising connections between themes, these are presented here as discrete 
themes.  
Job security/lack of alternative employment  
A characteristic of each participant’s attraction to long day care was their 
career choice for teaching in general. Bella, Lucy and Molly all held primary teaching 
qualifications and initially sought work in the school sector. However, the challenge 
of finding teaching positions in local schools led them to look at long day care as a 
potential work context. In contrast, Sophie and Zoe were already working for RCK 
Early Education Centres while studying to become the Early Childhood Teacher at 
their centre. These participants found a job in long day care first, then gained the 
necessary qualification to continue working as an Early Childhood Teacher in long 
day care. 
While searching for employment in ECEC, Bella did relief teaching in primary 
schools.  
I had no knowledge of long day care… I didn’t even know you could get into 
early childhood without going into long day care as I didn’t know about stand-
alone kindergarten services at the time. (Bella)  
Bella identified that she had previous experience managing a preschool in Zimbabwe. 
Bella’s first previous experience of long day care in Australia was her decision to buy 
a share in a private long day care centre.  
It was 15 months to school age.  Two rooms and small and because I had run 
one already I was happy to do that. I had no concept of the 700 hundred boxes 
to tick and accreditation and all that stuff was another planet to me. (Bella) 
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Bella did not enjoy the administrative side of running a long day care centre and 
eventually sold her share in the centre to return to her passion of teaching, taking up 
the position of Early Childhood Teacher in a private for-profit long day care centre. 
However, Bella stated that she was unhappy working in this centre and soon left.  
[Centre]…was disrespectful, chaotic, absolutely chaotic and they spent all 
their time trying to cut cost corners to the point that they took the Assistant2 
out of the room three-quarters of the time. (Bella)  
Bella reconnected with a former colleague, now a Centre Director for RCK 
DeDaunton, who encouraged her to apply for the teaching position at RCK 
DeDaunton. Bella reflected that she enjoyed this transition to teaching: 
I was relieved that I only had to teach. I was relieved that I didn’t have to 
write policies. I didn’t have to work out the enrolments and rosters and the 
salaries and the MYOB…So I was thrilled just to teach. Grateful just to be 
able to in my own time get the things that way I believed they ran to the 
optimum. (Bella)  
Bella identified the need for job security was a key reason that she and many Early 
Childhood Teachers stayed working in long day care. She indicated that it was 
difficult to secure a position in a school, especially for teachers who were not 
graduates. 
Perhaps we take for granted that they can’t get another position and that is 
why they are going to be there. (Bella) 
                     
2 Assistant Educator is also referred to as Assistant 
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Like Bella, Lucy and Molly began their teaching careers working in primary schools. 
Their journey into long day care coincided with their partners’ work commitments and 
relocation to communities where there were limited teaching positions in the school 
sector. 
Prior to moving, Lucy had been teaching Year 1 in a Queensland state school. She 
began applying for positions in local schools and then, seeking job security, any 
teaching position available in her new community. Although Lucy did not have the 
required early childhood qualification at the time, she gained employment as an Early 
Childhood Teacher to deliver the approved preschool education program at RCK 
Antonio, on the agreement that she would complete the VET bridging program for 
registered primary teachers. 
 I went with that. Something new, something different. (Lucy) 
Molly’s move into long day care coincided with her family’s relocation to Sydney. 
Having a partner working in an industry that required frequent moves, Molly decided 
there were more opportunities to gain employment in long day care than in the school 
sector. As a result, Molly began applying for positions as an Early Childhood Teacher 
in long day care.  
I started out in primary schools. I had worked in primary schools for about 
five years before I decided to make the change to early childhood. It’s all tied 
up. That change into early childhood came with my partner. We move around 
a lot with our work.  We had done a move to Sydney and where we were 
posted it was actually really difficult to find work in that metro area. So I was 
looking at ways that I could use my skills elsewhere and early childhood 
came up. So I did some work, some relief temporary work in early childhood 
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long day care settings. Loved working with that preschool age group, really 
loved their enthusiasm and it made me want to know more about the early 
years. (Molly) 
In contrast, Sophie and Zoe had always worked in the long day care context. Zoe had 
worked in many positions in long day care, including seven years as a Centre Director.  
I actually started off 20 years ago straight from school, did my Diploma and 
just did relief work, started right at the bottom, and worked my way through. 
(Zoe) 
When Zoe gained her four-year teaching degree, she considered applying for teaching 
positions in the school sector; however, decided to stay teaching in long day care. 
Interestingly, Zoe highlighted that, once again, job security was a part of her decision 
to stay working in long day care. 
At the time, when I was transferring over to the Early Childhood Teacher role, 
I was nine months short of my long service leave. They wouldn't give me 
anything pro rata. I was hoping to have another child. I do actually have a two 
and half year old now. I wanted to still be in the service where my child was, 
be close to her. We looked at … the opportunity of going into a school, but my 
problem was we just bought a house. My husband works with the family 
business and he wasn't prepared to move to a remote location, and we couldn't 
afford for me to do contract work. I didn't know if I'd have a job one week or 
the next. I couldn't manage the instability of work at that point in time. (Zoe) 
Zoe appreciates knowing that she has job security and stability.  
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I know that they're my hours. I'm not going to be transferred next week 
somewhere else. I like that I could apply for a job very close to home and to 
my child's school… I couldn't manage the instability of work at that point in 
time. When my youngest heads off to school though, things may change. (Zoe) 
However, Zoe also indicated that, while working in long day care suits her current 
professional and family needs, she may look at other options when her youngest child 
begins school. She also suggested that this situation may be the case for others and 
that the sector should not take it for granted that Early Childhood Teachers will stay 
working in long day care for the long term.  
I think probably just that there is the expectation that teachers will stay long 
term, but it's very hard when you do have that carrot dangling that I can get 
much better conditions in a school. I think to establish good Early Childhood 
Teachers; they need long-term employment. You don't want them coming and 
training them and getting them in something and then leaving. That is a reason 
why they're leaving. I do feel they probably take for granted that once they get 
an Early Childhood Teacher they're just going to stay. (Zoe) 
Unlike Zoe, teaching in her current long day care centre remains the first choice for 
Sophie. Sophie indicated that even though she had been offered teaching positions in 
schools, preschools and long day care centres closer to her home, she enjoys her 
current work context and chooses to stay working as an Early Childhood Teacher at 
RCK McCashney. 
 Overall, these results indicated that finding a secure teaching position attracted 
most participants to long day care. 
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Passion for teaching generally and for preschool age group specifically 
A passion for teaching emerged as a dominant theme throughout the 
interviews as the participants described what they enjoyed about working as an Early 
Childhood Teacher in long day care. They reported that they not only enjoyed being 
with children; they wanted to make a difference to each and every child and to set 
them up for success in school and life. All participants talked about their passion for 
their work and this plays a strong part in what attracts them to working as an Early 
Childhood Teacher in long day care.  
Bella described her passion for ECEC as permeating everything she does; both 
in education and care. While Lucy described how she gives her ‘all’ to teaching. 
Bella, Molly and Sophie clarified that teaching preschool children was their preferred 
age group. For Bella, this preference is linked to her belief that this is an important age 
group to build the skills that are expected in schools. Molly and Sophie spoke about 
the children’s enthusiasm and excitement for their learning as one of the reasons they 
were attracted to teach to this age group. 
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Their enthusiasm.  I love this age group. Particularly for me when I talk about 
this age group, it is very specific for me. I do have an absolute love and 
passion for this age group, just before they go off to school. That’s just my - 
where you have your own little niche, your own little passion. That’s my 
group.  I love working with these guys, their enthusiasm, their curiosity. I find 
that it is exciting to come in every day and have these children who want to be 
there, who have this excitement about learning. I also really love in long day 
care that the flexibility in the professional decision making.  (Molly) 
Continuing this idea, Sophie explained her desire to support the children’s passion for 
life-long learning. 
Obviously four to fives is my preferred age grouping. That's why I never went 
into schools. I mean obviously, I have that opportunity if I want to. I don't want 
to. I like that age. They're like a sponge. They still have that want to learn, 
whereas when they get into school and it becomes routine and consistent and 
everything like that, all boring to them, they lose that passion. Whereas I want 
to keep that passion with them, and that's what I love doing. (Sophie) 
Zoe was very clear about her passion for teaching preschool and found that she missed 
teaching this age group while working as a Centre Director. 
I just found I kept going back to the classroom. ‘Let's do this, let's do that.’ Not 
everyone's as reciprocal with these great ideas. I just found that as a director I 
was a lot more management, conflict between educators, the parents, things 
like that. I just felt I was missing my passion. (Zoe) 
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Fuelling this passion, Zoe reflected that she was excited about being part of the 
introduction of Early Childhood Teachers working in long day care. 
I knew that this was a very new thing, kindergarten in long day care, and I felt 
I had a lot to offer. I am very passionate about working with that age group, 
and I thought it was quite exciting to be a part of something new and help 
shape and form how that would go. I've had quite a long standing with the 
organisation and I've known many people in different roles. I felt that I am 
fairly respected for what I do, which I think gets me to strive a bit more to 
want to keep being a part of something exciting. (Zoe) 
 All participants reported their passion for teaching preschool children helps to 
keep them working in long day care. 
Opportunities to exercise pedagogical leadership 
Participants’ desire to exercise pedagogical leadership emerged from the data 
through three subthemes: a) freedom of curriculum; b) commitment to play-based 
teaching and learning; and c) leadership opportunities. 
Freedom of curriculum. All participants indicated that an important factor that 
attracted them to working as Early Childhood Teachers in long day care was the freedom 
they associated with the current early years curriculum. All made direct comparisons with 
the current school curriculum, and perceived they had greater freedom and opportunity to 
exercise their professional judgment when designing and implementing learning 
experiences in long day care. 
It could be argued that the Belonging, Being & Becoming, The Early Years 
Learning Framework for Australia (EYLF) and Queensland Kindergarten Learning 
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Guideline (QKLG), support Bella to exercise her professional judgment to design 
quality curriculum that is relevant to her local context. She enjoyed getting to know 
individual children and being able to tailor the curriculum to ensure it is relevant and 
responsive to the local teaching context.  
You have no one saying it's Tuesday you should be on page 9…It’s the 
outcomes and the skills that are important. (Bella) 
Lucy also mentioned the freedom that the curriculum provided both teachers and 
children in long day care. Reflecting on her knowledge of the school curriculum, she 
perceived the children in her preschool group had greater opportunity to identify and 
explore their own interests at their own pace during long periods of uninterrupted 
time.  
…there's not the school bell and you have to, all right, let's stop, let's go for 
morning tea, let's stop this, all right we've got to go back now. (Lucy) 
Similarly, Molly described her freedom in being able to design and implement the 
curriculum to respond to individual child strengths, interests and needs rather than the 
other way around.   
We can make plans and build on learning to fit the child. It's not about trying 
to make the child fit to our curriculum or learning. (Molly) 
Reflecting traditional early childhood principles, supported by the EYLF and QKLG, 
Sophie reinforced the importance of following the child’s line of interest by 
responding immediately with enthusiasm.  
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I love being able to explore things that they're interested in. Like at the 
moment, we're learning about space because recently, there was apparently a 
meteor. I missed it, but one of my kids came in and they were all so excited to 
discuss it. We've now started this huge, big project on space, and we've looked 
at the planets and we're learning our solar system song to just get their heads 
around it. But their passion for wanting to do that is what drives me, because 
they just love it and they absorb it. It’s fun! (Sophie) 
Sophie believed the flexibility of curriculum in long day care supported her image of 
children as co-constructors of the curriculum. 
I love the flexible curriculum. I love that I can plan from the children's 
interests, as opposed to in a school system where you have that very structured 
curriculum now. (Zoe) 
As can be seen, these teachers seemed to enjoy this sense of freedom as an 
opportunity to exercise their professional judgment in curriculum decision-making. 
Commitment to play-based teaching and learning. Linking closely to the 
previous theme of ‘freedom of the curriculum’, participants drew attention to their 
commitment to play-based teaching and learning, and identified this as another key factor 
that has influenced their decision to work in long day care. However, this factor is not 
isolated to teaching in long day care for all participants. It was about their preference to 
teach in a prior to school setting (as opposed to school) combined with the fact that long 
day care was where the jobs were. 
All participants maintain the uninterrupted play found in their programs 
supports effective teaching and learning. Demonstrating the strength of her 
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convictions, Sophie noted as a result of her preference for play-based learning she was 
intent on continuing to work in long day care for RCK Early Education Centres.  
I prefer the play-based learning…I've done all my practicum and everything in 
primary, and it's very by-the-curriculum, and they say how they say there is. 
With my children, I can run with themes and projects that they're showing 
interest in. (Sophie) 
All of these teachers were strong advocates for play-based teaching and 
learning, particularly prior to school. In line with this, they noted that an important 
part of their role of being Early Childhood Teachers working in long day care was 
marketing their preschool program to the community. Some of the teachers noted the 
impact of the push-down of school curriculum of ECEC in Queensland. They 
suggested that some families view school readiness in terms of narrower academic 
skills set (e.g., literacy and numeracy) and question the ideas of play-based teaching 
and learning. Zoe summed this view up well with They'll come in and they think it's 
learning the ABCs, it's learning to count to ten, it's rote learning knowledge based. 
Important to this study, Molly and Zoe highlighted the value of ECEC and indicated 
the importance of Early Childhood Teachers having strong professional knowledge 
and understanding the importance of play-based learning to be effective in long day 
care. 
It's about teaching them the skills to become resilient, to be able to connect 
with others, to be able to express themselves and their concerns. It's about 
allowing them to get into a classroom and being able to function, ready to 
learn. School will teach them the knowledge they need to learn; we need to 
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help them develop an attitude and a love of learning. That's what we need to 
do, and that's what we need to educate parents about. (Zoe) 
A common view amongst the participants was that their preference for 
teaching in long day care related to their commitment to play-based teaching and 
learning. 
Leadership opportunities. The last subtheme to emerge captures the importance 
of leadership opportunities in the Early Childhood Teachers’ work and how these 
impacted on their desire to stay working in long day care. All of the Early Childhood 
Teachers in this study had leadership roles within their centre and, for the most part, 
appeared to enjoy this aspect of their work in long day care. These leadership roles 
included Educational Leader, mentor, and community liaison. This theme, leadership 
opportunities, suggests that, for these participants, additional leadership roles within their 
centres, provided opportunity for personal challenge and growth and enhanced their job 
satisfaction. 
Bella, Lucy, Molly and Zoe are all lead mentors within RCK Early Education 
Centres’ mentoring programming. Their role is to mentor and support the transition of 
graduate teachers and other new teachers to RCK Early Education Centres. The 
purpose of the organisation’s mentoring program is to a) support new Early Childhood 
Teachers to integrate into the RCK culture; b) support the career development of Early 
Childhood Teachers to develop skills and knowledge for the optimum delivery of an 
early childhood program; and c) share tacit skills and knowledge with other Early 
Childhood Teachers and role model to co-educator (RCK Early Education Centres, 
2014).  
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In addition to their mentoring role, Lucy and Molly are the Educational 
Leaders for their respective centres, maintaining responsibility to lead educational 
programs and practices with the centre. Lucy indicated that she enjoyed this 
leadership role and the professional development opportunities that came with the 
role. 
RCK Early Education Centres provides so much professional knowledge and 
capabilities there… the Educational Leader and the days like the PCP and for 
the Early Childhood Teachers and forming those bonds with the other 
professional staff and keeping those bonds… The fact I am also Educational 
Leader so that opens up a whole other jar of possibilities and opportunities 
and everything. (Lucy) 
While the current ECEC legislation does not mandate the need for the Educational 
Leader to be a teacher, Molly proposed that her job description aligned well with the 
role of the Educational Leader. 
One of the things that we talked about was, with the director, we really felt that 
with that position description that came out for Early Childhood Teachers, 
where it talked a lot about the professionalism and supporting and doing a lot 
of work with the others but that crossed really well with the role of the 
Educational Leader so that we felt that they were actually similar roles. 
(Molly) 
Molly described the additional leadership roles as exciting, especially when she 
observes changes and improvements in educator’s practice. 
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So she [Centre Director] asked me to if I’d be happy to take that on because 
with Educational Leader you get relief time with that as well. So you do do 
that crossover with staff. Yeah, I enjoy it. I do enjoy that time with staff, and 
you really do start to feel like you can make a difference to them when they 
start getting excited about learning new things. (Molly)  
However, there can be some tension here, between leadership and teaching roles and 
responsibilities, and the need to manage work time. For example, Molly has learned to 
step back when she perceives the expectations are too great and likely to have a 
negative impact on her teaching and wellbeing.  
Again I feel like there’s a lot of expectation placed on you and you definitely 
feel that but I’ve been fortunate enough too. The majority of people that I’ve 
worked with haven’t taken advantage of that. There’s only been one 
experience where I just had someone where you’re quite capable and 
sometimes I feel like I can’t say no and so I’ll just keep taking on responsibility 
because they’ll say I need to you do to this and I need you to this and you’ll go 
okay, okay. (Molly) 
Similarly, Sophie reflected that she had declined her Centre Director’s invitation to 
take on the role of Educational Leader for RCK McCashney. Sophie stated that she 
felt she needed to focus on her teaching, however, she explained that she played a 
leadership role in a networking group within the community. 
I have five schools that I link with: two private and three public. I'm pretty 
lucky, because I'm one of the facilitators of a networking meeting around here. 
Whereas I link with the public schools directly, to the three of them. We come 
together and we organise meetings for other people to come in and have that 
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forum. They asked me to represent this kindergarten and childcare sector in 
the area as an Early Childhood Teacher to represent us, to be able to put what 
we want to put forward at these networking meetings. I obviously once a week 
will go and network with the teachers. We discuss what's coming up, what we 
think would be a great topic of discussion, what we want to achieve, get all of 
that. I'm pretty lucky that I have that connection with their schools. (Sophie) 
Although Bella and Sophie are not Educational Leaders within their centres, they 
identified that they enjoyed promoting and supporting professional learning and 
improved practice within their centres. Within this context, they highlighted the 
efficacy of modelling effective teaching and learning practices in their daily work with 
children, families and colleagues.  
To do it through role modelling because it is not what you say but what you 
do. It is how you are. The values that you’re express. It’s how you solve your 
problems. It’s your reactions. It your tone that’s why it is. Because you can see 
it and you can feel it with my children. It’s beautiful.  It’s absolutely beautiful. 
It’s being happy and you just do it by just being yourself. (Bella) 
Sophie’s work, for example, her curriculum documentation, is sometimes used as an 
example for others, something that she is proud of and gives her a sense of leadership 
and professional satisfaction. 
Yeah, like my planning gets sent out to others, so yeah, I guess role modelling 
would be the best way to do it. The Early Childhood Teachers come in to 
check out my room, because they like the way that I've set it up, how I 
structure my day, all that. I do get used a lot as an example to show that. 
(Sophie) 
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Added to this, and demonstrating the importance of leadership opportunities for these 
participants, Zoe explained her personal desire to share her expertise with educators 
and families. 
I had the expectation that I'd have to share a lot of my knowledge and skills 
with my colleagues. A lot of them didn't really know what happens in schools 
or with this newer curriculum that had come into place. I feel that my job was 
to work well with the team to be able to share that knowledge, help build 
their skills but without telling them how to do it. It was more a support role 
and a team role. (Zoe) 
Considering another aspect of leadership empowerment, Zoe indicated that she 
enjoyed being involved in service decision-making, particularly strategic planning, 
quality improvement and choosing resources for her preschool program. 
I really loved having such strong decision-making with the funding, when the 
funding's been coming in, to be able to decide what I need, what the children 
need, what we need as a centre. In saying that, I work very closely with my 
Centre Director. We collaborate very well. We discuss our visions and future 
goals, could be next week, could be a month, could be next year. Where do 
we want the centre going? Where do we feel that we're lacking? Because we 
have different perspectives within the service, I feel that that gives us better 
vision and often better ideas on how we can do things. (Zoe) 
Zoe agreed that strong leadership knowledge and skills were needed to work as an 
Early Childhood Teacher in long day care. She compared the leadership role of an 
Early Childhood Teacher working in long day care to a leadership role in school. 
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Sometimes in a school you go in maybe as a new teacher and it takes time to 
become a lead teacher and you are surrounded by other experienced teachers. 
Just from what I've seen sometimes, I have seen other Early Childhood 
Teachers go into this role and struggle who come straight from uni, haven't 
had any other experiences, and they are expected to have that strong 
leadership. You kind of do have to have that strong leadership. It could be very 
hard where there's a director to come in a new Early Childhood Teacher in 
their role but they are experienced as a Centre Director not as an Early 
Childhood Teacher… It’s very hard where there’s a director to come in and 
sometimes support you when they don’t understand what you need to be doing, 
if that makes sense. (Zoe) 
In summary, these results indicate that the leadership opportunities afforded to 
these Early Childhood Teachers was an aspect of their work that they enjoyed. 
What supports the transition into long day care? 
Turning now to the Early Childhood Teachers’ transition into long day care, data 
were analysed to identify what supported these participants’ transition into a long day 
care centre. Two themes emerged: a) prior knowledge and experience; and b) 
understanding the business and culture of long day care. 
Prior knowledge and experience 
The first theme revealed how the prior knowledge and experience of the 
participant directly related to their transition into teaching in long day care. These 
participants identified that the duration and nature of experience they had prior to 
working as an Early Childhood Teacher in long day care had a direct result on their 
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transition into teaching in long day care. They each agreed that prior professional 
experience in long day care may support the retention of Early Childhood Teachers in 
long day care. 
As Lucy had previously stated, RCK Antonio was the first long day care centre 
in which she had worked. Lucy identified that she had spent the first year of working 
as a teacher in long day care experimenting and finding her way by focusing on the 
routines and the different setting of the long day care centre. 
I guess I went through the first year of just experimenting and it was kind of 
like being straight out of uni again. Kind of finding your way and 
understanding the framework and the EYLF and the Kindergarten Guidelines.  
For me maybe sampling those different things would have helped. (Lucy) 
When Lucy was asked about her early days as a teacher in long day care she described 
it as chaotic. 
Me going from schools to a day care centre that I've never had experience in 
before and that was kind of chaos getting to know the new framework, getting 
to know the different routines and the different ways that day care centres do 
things compared to what I'd previously been at. It took a while getting used to 
that and everything. Yes, I would say my first few days working in the centre 
were pretty chaotic just getting my head around everything. Completely 
different to what I was used to. (Lucy) 
Lucy acknowledged that her transition to working as a teacher in long day care could 
have been enhanced with previous experience. 
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I guess for me maybe because I hadn't had that previous experience in long 
day care maybe going and experiencing the different centres and different 
ways to programme which to me coming from schools doing the curriculums 
and all that because there's so many different ways to programme in early 
childhood that I'm still getting up to beat with all the different ways. Getting 
examples and the experience of completing the different programs in different 
ways, so for me that would have helped greatly. (Lucy)  
Lucy reportedly found it valuable to observe other Early Childhood Teachers’ 
programs and practice. 
Again with going and having a look at the different programs we also see 
different routines, different transitions and ways of doing your day because I 
know there's progressive morning teas which I am now doing in my room. 
Inside, outside which I am now doing as well. (Lucy) 
Differing to Lucy, Molly’s pathway into teaching in long day care was through relief 
temporary positions in long day care settings. Molly went into teaching in long day 
care knowing what to expect as she had already experienced some work in long day 
care centres. As previously identified, Molly mentors graduate teachers and beginning 
teachers coming into RCK Early Education Centres as part of the organisation’s 
mentoring program. 
One of the biggest things that they have spoken to me about was just not 
having a realistic expectation of what’s expected of them in the role and the 
time that they would have to do it.  They had assumed that it would still be 
very similar and very close to as the school’s expectations.  (Molly) 
______________________________________________________________________________________ 
Chapter 4: Findings  96 
Molly suggested that teachers wanting to work in long day care centre need to 
experience the culture of long day care first, so that they come with realistic 
expectations of the role and time. 
The other thing was that a lot of them hadn’t taught in schools before and was 
still very curious about what that experience would be like.   I think for me; the 
thing is that knowing.  Knowing what you’re getting yourself into and having 
opportunities for them to come in and experience it first, I think is a really big 
thing.  Being part of it first and make that informed decision about the change. 
(Molly) 
Sophie, who had been working with the preschool age group at RCK McCashney 
before she became the Early Childhood Teacher, pointed out that her experience 
working as a Lead Educator supported her transition to being an Early Childhood 
Teacher. 
I find it was pretty much a smooth transition. It would have been a lot 
different, like I did see the curriculum is a bit different going from ... Back 
then, it was another organisation’s curriculum and then into the EYLF and 
then to the QKLG, but I pick up things pretty easily when it comes to that, so I 
absorb that information on my job with the preschool pretty easy. I don't have 
any difficulties with that kind of thing. (Sophie) 
Based on her 20 years working in long day care, Zoe believed she had a good 
understanding of the expectations of teaching in the preschool room. With the role of 
the Early Childhood Teacher working in long day care being a new concept with the 
introduction of the National Quality Standard, Zoe stated that she was aware of the 
cultural shift within long day care centres. 
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To be honest, I was a little bit nervous about taking on the Early Childhood 
Teacher position when it was all very new…I'd been on the other side of the 
fence where I'd been a director and heard other directors, other Group 
Leaders3, not too sure about these Early Childhood Teachers coming in. I'd 
heard very negative things. Then going over to the Early Childhood Teacher 
role, hearing other Early Childhood Teachers finding that they were having 
trouble fitting in. I was really nervous how that would go… (Zoe) 
Molly identified that the practical component of her ECEC degree supported her 
understanding of working in long day care. 
They had a lot of practical experience as part of their component so I had to 
go and do two large prac stints within a long day care setting. (Molly)  
Together these results provide important insights into the value of professional 
experience in long day care as a support for Early Childhood Teachers’ transition into 
long day care.  
                     
3 Lead Educators are also referred to as Group Leaders 
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Understanding the business and culture of long day care 
The second and arguably related theme within this section, understanding the 
business and culture of long day care, demonstrated that having an understanding that 
long day care is a business supported the attraction and retention of these Early 
Childhood Teachers. The findings suggest that these Early Childhood Teachers 
perceived particular challenges that related to the operation of long day care as a 
business (e.g., tension between paying increased wages and remaining a viable 
business). 
Bella understood the business side of long day care when she suggested wages 
and conditions for Early Childhood Teachers should be equated with teachers in 
schools. She also identified the business pressure placed on enrolments. In the same 
way, her business understanding was evident in her description of the challenge of 
children attending different days. 
 I have different children coming on different days which is a challenge. It’s a 
huge challenge because you do something in depth and you play with it say you 
play with the number 5. You play with your fingers, you roll the potatoes, you 
write it in sand, you make it out of play dough, you play with it in all sorts of ways 
just so they have a little bit of grounding in it, coming into it through the weeks 
with numbers and all sorts of things.  The next day the children who are five days 
or who have heard that and don’t want to do exactly that but there are children 
who have missed that so do you do something fresh every day and a lot of 
children are missing those in-depth exploration of concepts together through play 
or do you get … you know it’s a hard one. From that aspect long day care is a 
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mess educationally because it is based on business and costs and you know 
mummy can’t afford five days a week. (Bella) 
Likewise, Lucy’s comment about being able to adapt to children attending different 
days is related also to the business of long day care. Highlighting what can be a 
tension between teaching and business practices, she argues the need for additional 
non-contact time to complete curriculum documentation but seemed to have little 
expectation that this was achievable.  In addition, Lucy identified that she needed time 
to understand the different roles and expectations within the culture of long day care. 
You have your Centre Director and your operational manager and your 
Assistant and sometimes depending on numbers you don’t get an Assistant.  I 
guess getting everything done and getting into the routine of children arriving 
late, children leaving early. (Lucy) 
She compared the differences in the school and long day care cultures. 
It's the little things that you don't have in schools that you have in long day 
care centres and just getting used to and getting into a routine within yourself 
and expecting a total number of different things than you do within schools. 
(Lucy) 
Molly understood that it was necessary for long day care centres to attract new 
enrolments to remain financially viable, but she was challenged with new groups of 
children beginning the preschool program part way through the year. In comparison, 
Zoe, as a previous Centre Director, had a good understanding of managing long day 
care but as a teacher she found many of the business decisions frustrating. 
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When participants were asked what could be changed to make it better, they 
understood that their suggestions may not be possible within the business context of 
long day care. Figure 6 offers a visual representation of participants’ responses to the 
interview question what could be changed to make it better? This visual 
representation was produced through a keyword search using QSR International's 
NVivo 10 Software and calculated by the number of times the terms appeared in the 
transcripts.  
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Figure 6. Participants suggestions for improvement 
The following figure (Figure 7) collates these participants’ excerpts that will 
be referred to later in the chapter. 
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Figure 7. Teaching and business practices tension 
 
As can be seen, although a challenge to teaching a preschool program, 
understanding that long day care is a business supports these participants’ transition 
into long day care. 
I understand that 
long day care is a 
business however... 
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What helps to retain these Early Childhood Teachers in long day care? 
Shifting attention from what initially attracted these teachers to work in long 
day care, and their transition into long day care, this next section seeks to identify 
what helps to retain these Early Childhood Teachers in long day care. Four themes 
emerged in response to this question. They were: a) personal and professional 
qualities (deemed to be important by these teachers); b) strong sense of professional 
identity; c) collegial relationships; and d) centre leadership and support/organisational 
leadership and support. 
Personal and professional qualities  
The first theme, personal and professional qualities, unpacked the participants’ 
recommendations on the qualities they believed an Early Childhood Teacher needed 
to stay working in long day care.  
As might be expected, many of these qualities have been identified in other 
research exploring the personal and professional qualities of Early Childhood 
Teachers. However, the focus here is on the particular qualities needed to work in long 
day care. Passion rated highest on the list of qualities that participants believed Early 
Childhood Teachers working in long day care needed. As previously mentioned, 
passion was dominant throughout the interviews as participants described what they 
enjoyed about working as an Early Childhood Teacher in long day care and what they 
felt an Early Childhood Teacher working in long day care needed. In addition to 
passion, other key qualities of an Early Childhood Teacher working in this context 
included flexibility and adaptability. Figure 8 is a visual representation of the 
collective view of the participants when asked what qualities they felt an Early 
Childhood Teacher working in long day care needed. 
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Figure 8. Qualities of an Early Childhood Teacher 
 
Bella perceived that Early Childhood Teachers working in long day care needed 
tolerance and endurance. 
Tolerance for the way other people do things.  Not dropping the standards. 
Endurance for those long weeks and to be able to manage that.  Look after 
yourself and watch how you’re travelling. Take a day off if you need to or step 
back and look at how you are. I think pick up on how you are and how you are 
with the children. (Bella)  
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Bella added that Early Childhood Teachers needed to genuinely care about the 
children’s learning and wellbeing. She believed that educators must show this genuine 
care through role modelling. 
…because it is not what you say but what you do. It is how you are. The values 
that you’re express. It’s how you solve your problems. It’s your reactions. It 
your tone that’s why it is. (Bella) 
For Lucy, it was about being able to adapt. Lucy identified that she came into long day 
care knowing that she needed to adapt.  She recognised that working as an Early 
Childhood Teacher was going to be a big change for her.  She stated that she adopted 
an open mindset and worked through the changes ahead. 
 To be able to adapt, that's the big one.  To be able to adapt…I guess the 
biggest thing that you have to do is acknowledge that it's going to be a big 
change and be open and able to adapt to anything and just work through it… I 
went in knowing that yes it is going to be different but I don't think you can 
really work in a long day care setting without being able to adapt and go with 
the flow and be open to new ideas.  Because there's so many different families, 
so many different times that they can turn up, so many different children that 
you get sometimes with the mix and especially them being on different days, 
you just need to go with the day.  Every single day is a different day.   (Lucy)  
Along with nurturing, Lucy suggested that strong open communication with families 
is needed. 
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A lot more nurturing as well compared to anything else.  Nurturing to the 
children, to the families, understanding their issues and what's going on at 
home and having that strong communication. (Lucy) 
Molly explained about the need to be flexible. 
I think you need to be extremely flexible.  Everyone loves their order, everyone 
loves their plan, but it’s all about that flexibility to adapt and responsiveness, 
because I think if you can do that you are a more effective teacher.  If you 
think you have to keep plugging on and going with this one way of teaching it, 
that’s where you stress. (Molly) 
Molly strongly believed patience is an essential element of early childhood teaching in 
long day care. 
I think you have to have a lot of patience, a lot of patience with all 
stakeholders.  So it’s a lot of patience with the people that you work with.  It’s 
the colleagues, the families, the children.  Yeah and those realistic - that 
patience comes from realistic expectations and a real empathy for how people 
- for different perspectives, understanding different perspectives. (Molly) 
Sophie added the need to be outgoing and friendly as well as the drive to work the 
long hours. 
I think you need a lot of drive, that's for sure. Because sometimes the hours 
can be quite long, and if you don't have that passion and that drive for what 
you're doing, then you'll just burn out. (Sophie) 
Sophie suggested that a good knowledge of the curriculum was needed. 
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I guess you need to have a good knowledge about the curriculum. That's a big 
thing, because if you don't know your curriculum and what's expected, then 
you're not really getting the most out of any program, are you? As well as all 
your paperwork side of it. Having a good knowledge base on all of that. 
(Sophie) 
Zoe’s list of qualities an Early Childhood Teacher working in long day care needed 
included:- 
Leadership, strong leadership, initiative, self-motivation, work ethic, passion, 
empathy, and compassion, community spirit, being respectful, and creativity. 
(Zoe) 
The table (Table 7) below illustrates the participants’ responses to the interview 
question what qualities you feel an Early Childhood Teacher working in long day care 
needs. 
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Table 7 
Qualities needed by Early Childhood Teachers to work in long day care 
 
 
It could be said that not only are all of these participants passionate and committed to 
teaching in ECEC, they share similar views on the qualities needed by an Early 
Childhood Teacher to stay working in long day care.  
  
Bella 
•tolerance 
•not dropping 
standards 
•endurance 
•able to look 
after own 
wellbeing 
•passion 
•conscientious 
•genuine care 
for what those 
children are 
feeling and 
learning 
•role models 
Lucy 
•to be able to 
adapt 
•go with the 
flow 
•be open to new 
ideas 
•get to know the 
families 
•strong and 
open 
communication 
skills 
•being able to 
nurture 
children and 
families 
Molly 
•an absolute 
passion for 
early years 
•love of that age 
group 
•really believe 
in the value of 
early years 
education 
•professionalism 
•extremely 
flexible 
•being able to 
adapt 
•responsiveness 
•patience with 
all the 
stakeholders 
•realistic 
expectations 
•real empathy 
•understanding 
of different 
perspectives 
Sophie 
•outgoing 
•friendly 
•passion for the 
younger child 
•nurturing 
•a lot of drive 
for the longer 
hours 
•an 
understanding 
that it is 
completely 
different to 
schools 
•good 
knowledge of 
the curriculum 
Zoe 
•strong 
leadership 
•initiative 
•self motivation 
•work ethic 
•passion 
•empathy 
•compassion 
•community 
spirit 
•being 
respectful 
•creativity 
•able to 
negotiate 
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Strong sense of professional identity  
This second theme relates to how these participants viewed themselves as Early 
Childhood Teachers working within long day care. Findings suggest that having a strong 
professional identity supported their retention. However, the historical divide between 
what has been seen as care and education in Australia appears to continue to influence 
how Early Childhood Teachers view and experience their role in long day care. 
Early Childhood Teachers being employed in long day care to deliver an 
approved preschool program is a new phenomenon that may, to some extent, have 
disturbed the equilibrium within the culture of long day care. For some participants, 
the transition was smooth, for others it was confronting with resistance from the 
existing team. A sense of belonging and professional identity unfolded as each 
participant described their journey into being Early Childhood Teachers working in 
long day care. 
Professional identity, as Molly proposed, is an issue that some Early 
Childhood Teachers working in long day care are trying to deliberate. 
There are so many teachers that I’ve talked to, that around their work and 
their issues, is this idea of a professional identity.  They keep talking about 
they don’t feel like a professional in the industry.  I don’t feel like I’m a 
teacher.  I don’t feel like I’m a professional teacher within here and it’s one of 
those things I find really interesting because I don’t feel that at all.  I don’t 
understand that perspective because I feel so differently about early years’ 
education.  (Molly) 
______________________________________________________________________________________ 
Chapter 4: Findings  110 
The fact that Sophie has worked in long day care for many years, 12 of those with 
RCK Early Education Centres, and continues to doubt her professional identity as an 
Early Childhood Teacher is concerning.  
I guess being recognised as a teacher would be good as well. I mean, 
obviously the organisation's starting to recognise us as teachers, but also 
putting it out more to families. Like I've been working within the centre myself, 
and a lot of the families don't know that I'm a qualified teacher, so when I have 
my parent information, I put that out to them so they're aware that I have that 
high degree, that I can offer that to their children. (Sophie) 
Sophie explained that many parents continue to identify her as a Lead Educator. 
To me, I guess they see me as just like one of the other educators, basically. 
They don't know that I have that extra degree behind me to back me up, or 
even when I tell them that I'm a qualified teacher, and this is why we have 
different resources to the rest of the centre, because the government gives us 
that incentive to keep teachers in there, and the funding and everything like 
that. I guess it's a surprise. They just see me as literally another Group Leader 
within the centre. (Sophie) 
As indicated above, Sophie perceived some positive changes within her own work 
context and suggested that recognition of the professional work of an Early Childhood 
Teacher in long day care would further support her professional identity and her 
overall job satisfaction.  
I put at least 120% into what I do. I'm very, like I said, very persistent, I guess 
is a good way ... Probably not persistent. I'm just really set in my ways and 
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how I do things, and I do expect high-quality with everything I do, and with the 
girls around me. To have those ... To be recognised more for that would be 
good. Which is kind of hard, I get, because there's so many centres and so 
many Early Childhood Teacher's and everything like that, but yeah. I'm pretty 
lucky. I do get used as an example a lot. I don't mind so much, so I do get that 
recognition that I know people. Just to know that I am on the right track and 
everything. (Sophie) 
Taken together, these results suggest that there is an association between professional 
identity and retention. 
Collegial relationships 
The third theme in this section, collegial relationships, highlights the 
contribution that a) supportive educators and b) community connections had to the 
participants’ decision to stay teaching in long day care.  
A key part of the role of an Early Childhood Teacher working in long day care 
is communicating and working with other educators as well as with the Centre 
Director. In addition, as in any educational context, there is also an expectation that 
Early Childhood Teachers will build relationships and work in partnership with 
families and other community stakeholders. While most participants described 
communicating and working with diverse stakeholders a rewarding and positive 
aspect of their role, all recognised the challenge of building relationships and meeting 
these expectations on a daily basis.  
So it’s a lot of patience with the people that you work with.  It’s the colleagues, 
the families, the children.  Yeah and those realistic - that patience comes from 
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realistic expectations and a real empathy for how people - for different 
perspectives, understanding different perspectives. (Molly) 
Supportive educators. Participants recognised that effective teamwork and 
working alongside competent and capable educators supported the work they do in 
long day care. Zoe and Lucy, in particular, claimed that the educators at their centres 
worked well together to support one another. Zoe identified that a distributed 
leadership model supported educators to work towards the shared vision of the centre. 
We do work actually very closely together. With our centre leadership team, I 
think we are quite strong because we have so many different roles in the centre 
shared out, rather than one person having that role, several roles, which I did 
find previously was what happened. It would be the Centre Director and the 
2IC would have all these roles. I feel that at our service everyone has a 
different role. By having a different role, I think it gives everyone more 
confidence in themselves and more ownership over the visions that we create 
together. (Zoe) 
Lucy also identified the importance of good teamwork and suggested that the size of 
the centre sometimes makes a difference with respect to collegial relationships. She 
believed the educators at her centre worked closely together because it is a small 
centre.  
Having that close knit team because it's a small centre and you have the 
relationships with the children and the relationships that you form with 
families is a stronger bond than at schools.  Yes, I really enjoy that. (Lucy). 
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Zoe identified the need for Early Childhood Teachers working in long day care to 
recognise the interrelationship between the preschool program and the centre. She 
promoted the critical importance of everyone working together as a member of that 
centre team.   
I think probably the big one is just being team motivated. It's really not an 
individual job... I know in a school it's very much your room, you run your 
room. It's just not like that here. Your routine overlaps with other routines. It 
is very much running a big household. Everyone does have to get in and help. 
Everyone has to learn to negotiate. Probably negotiation, being able to 
negotiate, is probably a really important thing as well. (Zoe) 
Bella also identified the criticality of collegial relationships and effective teamwork, 
and described the challenge when educators are not working as a team. 
I struggled with my Assistant in the room as she had ran it…My particular 
assistant that year was quite lazy. She didn’t like to do anything. So I just ran 
around after her to keep the peace. I cleaned and I talked to the children…I 
changed the room around and she didn’t like that. It was her room. But there 
were even basic practicalities that didn’t work. The fridge was the opposite 
side of the room to the eating area wet area so I changed a number of things 
that were, to me, important but she felt who this is coming in and changing 
everything. That’s why I gently explained why I was doing. She worked with 
me well enough. (Bella) 
While strong and trusting educator relationships and good team work are seen to 
support retention, mistrust and lack of connections are likely to work against retention. 
Molly and Bella highlighted the resistance to change of some educators with the 
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introduction of Early Childhood Teachers in long day care. This resistance may 
challenge the transition for some Early Childhood Teachers. However, Molly and 
Bella provided insights into how they worked with educators who displayed resistance 
during their transition. Molly identified the importance of collaboration with her team 
around the expectations of having an Early Childhood Teacher in their centre. 
Coming into a centre, this idea of ooh, we’re getting a teacher.  It’s like, well 
what do you think that means?  I found by having conversations with them, just 
knowing what they were expecting that role to be, was something important.  
It’s very different to each centre, every person.  Everyone has a very different 
idea of what that means to have a teacher in the centre.  Even families, when 
you talk to families about we have a teacher in the centre, they’re like, oh 
great.  So they’re really going to be ready for school, and they’re going to be 
doing this, this, this and this. (Molly) 
Bella recounted the feeling of being watched as she transitioned RCK DeDaunton. After 
owning a private child care centre, Bella explained that she was eager to return to 
teaching. However, she described her transition as an Early Childhood Teacher into long 
day care as more of a culture shock to the existing team than to Bella. 
I was happy immediately. The rest of the team were watching that space, and 
they even said to me ‘What are you going to do? This is a mess? What are you 
going to do?’ And I said that I don’t know (laughter). They said ‘What are you 
going to put on your walls?’ (Bella) 
She identified a combination of respect and condemnation. In fact, she believed that 
the team wanted to make sure she was on the same level as them. 
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They watched me and said make sure I do the mop bucket, make sure you do 
late duty. (Bella) 
Despite this, Bella described her transition into long day care as smooth. 
Yes, I think those things I mentioned are absolutely natural. You know, 
everybody is talking about how we are going to have an Early Childhood 
Teacher in long day care.  That’s new to everybody. She’s qualified more than 
anybody who has been here before and they are all like looking into an 
aquarium watching ‘what’s she going to do?’  And that’s very natural.  You 
know, we got in there and did our best. We invited the rest of the centre, and 
we were singing to them within a couple of weeks. There was a joy there, and I 
restructured the room very quickly. (Bella) 
In contrast, Zoe found that she was accepted and respected at the centre she 
transferred to. 
… I didn't find I had that problem. Possibly that's because I had already come 
from the field and knew I had to do that teaching component, but I knew what 
was also required in that long day care component as well. I was able to mesh 
everything I knew together, if that makes sense…I felt really very accepted, 
very respected at that service where I became the Early Childhood Teacher. 
All the other educators were very excited to have me there. They did know 
about me because as a Centre Director I'd networked a lot with their directors, 
so they were very excited about me coming over. That made the big difference 
about me settling in. (Zoe) 
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These results draw attention to the importance of relationships and 
communication and a willingness and ability to problem-solve and negotiate; all 
highly valued qualities to consider in order to support the retention of Early Childhood 
Teachers in long day care. 
Community connections. The EYLF, QKLG and the NQS all emphasise the 
importance of community connections. As Early Childhood Teachers, creating a sense 
of community is not unique to the long day care context. Most participants talked 
about working with children and families and acknowledged that supporting families 
was an important aspect of their role. They indicated that the capacity to build genuine 
partnerships with families was part of their general job satisfaction of working in long 
day care. With long day care being where the early childhood teaching jobs are, 
building strong centre and community connections is identified as an enabler for Early 
Childhood Teacher retention. 
Lucy enjoyed the communication with families in long day care and, drawing 
on her prior teaching experience in schools, stated that there is a lot more 
communication with families. 
Getting to know the families and the children and you get to do that a whole 
lot more I've found within long day care centres because a lot of my parents 
say you're their second mother.  There is that - compared to schools, long day 
care centres with the educators there is that sense of I guess belonging where 
when they come it's their room, it's their centre, and even the families feel 
more at home. (Lucy) 
Differing from stand-alone preschools, families using long day care for the care and 
education of their children may be enrolled at the centre over a number of years. 
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Sophie identified that her long-term relationship with families who had been at the 
centre for several years contributed to their decision to enrol their children in her 
preschool program. 
I find that keeping those families is a lot easier, because I have been at the 
centre for such an extensive period of time, rather than being new and parents 
are being like all, ‘Should I stay in this kindergarten or go to a stand-alone 
kindergarten,’ whereas I have that friendship, I guess you could say, with the 
family that they want to stay there. (Sophie) 
Lucy identified that her role as an Early Childhood Teacher included nurturing 
families as well as children.  
A lot more nurturing as well compared to anything else.  Nurturing to the 
children, to the families, understanding their issues and what's going on at 
home and having that strong communication. (Lucy) 
All participants acknowledged that working in partnership with families supported 
them in their teaching and in achieving the best outcomes for children. Molly believed 
it was important to have the same expectations as families. 
Going in, for me knowing that the people that I’m working with have the same 
expectations as me, is really important…  Everyone has a very different idea of 
what that means to have a teacher in the centre.  Even families, when you talk 
to families about we have a teacher in the centre, they’re like, oh great.  So 
they’re really going to be ready for school, and they’re going to be doing this, 
this, this and this…Have a really set routine that would support learning, 
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model that and work through that with other staff and communicate with 
families about what learning in early years is. (Molly) 
Lucy recommended being open and honest when communicating with families. 
With the families and being open and honest with them and them being open 
and honest with you.  To be able to know about the different - what's going on 
at home, if there's something triggering behaviours or if they're - I am just 
relating back to schools a lot. You know a whole lot more at my centre now in 
my room if something's happened in the morning and the child's not really 
themselves compared to what you would at school.  It's having that open 
communication. (Lucy) 
In line with current ECEC policy, the transition to school was a strong focus for these 
Early Childhood Teachers. Zoe identified that she held the expectation that she needed 
to support both children and families for a successful transition to school. 
I thought expectations would entail me to really support the families through 
that transition to school, as well as those children. It's not just the end of that 
context, and then a new one starts. It's really supporting all of them through 
that role to prepare ... I feel really preparing the parents is a big part of what I 
do, not just the children. (Zoe) 
Zoe also perceived it was in the best interest of the child that she worked with parents 
to support the whole family’s successful transition to school. 
 I think also parents I feel need a bit of a push to see they need to be a part of 
that. It's not my job solely to teach the children. I'm trying to help the parents 
learn how they can support their child. When they go to school, they're not 
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babied as much by the teachers. This is the parents I'm talking about. The 
parents aren't babied by the teachers. The parents need to learn the skills now 
to cope with supporting their child in school. (Zoe) 
An identified challenge for Early Childhood Teachers working in long day care is the 
ability to build relationships with local schools within the time constraints of the long 
day care context. Molly described her challenge in communicating and working with 
school colleagues.  
Transition to school actually is another challenge. Feeling like you are doing a 
really effective transition to school is really hard. I try and get in touch with 
schools and I tend to miss them and there aren’t many schools that are very 
receptive to that communication. I thought there would be more but I would 
love just the time to go out and visit the schools. Spend time with the prep 
teachers, build those relationships with them for transitioning. Yeah, time for 
me is just a big thing. It’s a really big thing. (Molly) 
Thinking about broader community connections, Zoe talked about taking children out 
into the local community as part of her educational program. She stated that her 
excursions within the community supported children and families learning about 
acceptance and tolerance.  
We've done a lot with community this year. We found that community has been 
a big focus for us this year. We come to the shops now. This is a community 
walk. We come to the shops. We're learning about the community. Initially the 
parents went, ‘What are they learning?’ I said, ‘We're actually going to put 
into play all the skills that they need in school, but we're going to put into play 
in a really fun way but also learn about our community. We're going to go to 
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the IGA and we're going to make a shopping list. We're going to be using 
literacy, we're going to be using counting as we count out these, we're going 
to come back and we're going to get the children to independently make their 
own sandwich. We're going to then talk about how we can make a healthy 
lunch so that they can help you know how to make a healthy lunch next year’. 
(Zoe) 
Finding ways to effectively engage with the community, and the time in which 
to do it can be challenging. While the majority mentioned that family and community 
connections was an enjoyable part of their role, some participants identified building 
relationships with local school was, at times, challenging. Although this challenge is 
not unique to long day care, the working context (i.e., longer hours and days, less non-
contact time) seems to add to this challenge. 
Centre and organisational leadership and support 
 This final theme draws attention to how the leadership and support of: a) the 
Centre Director; and b) the overarching ECEC organisation (i.e., employer) helps to 
retain Early Childhood Teachers working in long day care.  
Centre leadership and support. A common factor identified by these 
participants was the leadership style of their Centre Director. Sophie perceived the 
leadership style of the Centre Director had a direct impact on her work. 
I have that, I guess you could say support as well from my director, as well. In 
my position, I know a lot of directors held a lot of rein over how Early 
Childhood Teachers do a lot of things, whereas my director fully gives me free 
rein. She knows that I do my job, and she knows I do it well, because she 
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knows that I'm very dedicated, with what I do, and she knows that I'm going to 
do what I aim to do, or have an intent to do. (Sophie) 
Bella found that it was an advantage to her transition in RCK DeDaunton that the 
Centre Director knew of her ethics in the workplace.  
I think the director, there was an advantage there, she already knew me and 
she had said that I am nurturing they want me…because I knew the director I 
knew that she would give me free range educationally and that is a big thing.  
(Bella) 
Molly’s Centre Director provided her with positive feedback and recognition.  
… the director that I have at the moment is very appreciative and recognises 
when you go above and beyond so it makes it worth that effort.  Having that 
recognition through work makes it worth it. (Molly) 
Lucy found that she could rely on her Centre Director for support when needed. 
…our Centre Director is great and sorts things out to the best of her ability 
where this organisation will let her. I've been very blessed that way where I've 
got that really good Centre Director and she works with us and our needs. I 
don't know in regards to this organisation and everything so - as far as I can 
see she is doing the best that she can. (Lucy) 
As previously mentioned, the distributed leadership within Zoe’s centre supports her 
collaborative relationship with her Centre Director. 
I work very closely with my Centre Director. We collaborate very well. (Zoe) 
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In all interviews, the participants reported that the leadership style of their 
Centre Director supported their transition in teaching in long day care. 
Organisational leadership and support. An important fact that supported 
these participants staying in long day care was their appreciation of the support 
provided to them by RCK Early Education Centres, in particular, through professional 
development and recognition and reward for service.  
Zoe explained that, as a long-term employee of RCK Early Education Centres, 
she was excited about being part of the introduction of Early Childhood Teachers into 
long day care. 
I knew that this was a very new thing, kindergarten in long day care, and I felt 
I had a lot to offer. I am very passionate about working with that age group, 
and I thought it was quite exciting to be a part of something new and help 
shape and form how that would go. I've had quite a long standing with the 
organisation and I've known many people in different roles. I felt that I am 
fairly respected for what I do, which I think gets me to strive a bit more to 
want to keep being a part of something exciting. (Zoe) 
For Sophie, even though she lives some distance from RCK McCashney, she stated 
that she was committed to RCK Early Education Centres, in particular RCK 
McCashney. 
I think also, my support and loyalty to the centre, as well. Because I've been 
there for six years, I know the staff, I know the centre. I'm obviously very 
familiar with 99% of the families, except for the new ones that come through. 
That definitely keeps me at the centre, because I do live quite a bit away from 
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the centre, so I have been offered transfers closer, and I've chosen to stay 
where I am. Even in other centres, I've chosen to stay put, because I have been 
with the centre so long, with the organisation so long, I'm familiar with their 
end. (Sophie) 
Like Sophie, RCK Early Education Centres are Bella’s preferred long day care 
organisation to work for. 
If I had to be in day care I would choose the organisation I work for. They are 
wonderful. I couldn’t have more support and more appreciation. I couldn’t 
have more resources or professional development. They are a conscientious 
organisation. They are making a difference to children. They are just 
wonderful. (Bella) 
Lucy noted that RCK Early Education Centres were moving toward providing a 
supportive environment for the Early Childhood Teachers 
I think at RCK Early Childhood Teachers are provided with so many 
numerous opportunities for networking, shared days. I think RCK's really 
tapping into the Early Childhood Teachers and their abilities and their 
knowledge and providing us with all the things that they care and to be able to 
keep us.  I don't think there's anything else that RCK, can do because for me 
those professional days are really getting into the nitty gritty and providing us 
with the skills that teachers need to be able to keep moving forward. (Lucy) 
Lucy also shared her appreciation of the professional development and network 
meetings that RCK Early Education Centres had provided to support her in her role. 
______________________________________________________________________________________ 
Chapter 4: Findings  124 
Through the Early Childhood Teacher shared learning days which have been 
great, I've gained other professional contacts … That's been really beneficial 
and RCK Early Education Centres has provided numerous professional 
learning days which are great. They're all for sending you to this, sending you 
to that.  Bumping up your knowledge and everything…They do the 
professional practice and everything really well. (Lucy) 
Sophie explained the additional non-contact time allocated for the completion of 
transition statements at the end of the year. 
But I also get transition times at the end of each year. I think I get two days 
and one hour and a third day of transition time. (Sophie) 
One of the incentive programs provided by RCK Early Education Centres is the 
provision of purchasing additional leave. The idea of purchasing additional leave may 
support the later finding on the long year of long day care. However, there is always 
room for improvement. As Bella explained, the idea of purchased leave is a great idea 
however suggested there could be greater flexibility in its application. 
The leave purchase offered by RCK for is too prescriptive and unnecessarily 
so as when you book it at the end of June you have to say exactly which weeks 
you want with dates at the end of the year for the following year and it has to 
be within Monday to Friday blocks. Now if you are paying for that leave I 
would like with due warnings as with annual leave to say can I take this leave 
now with this special flight that has cropped up. I cannot see any advantage 
for them for that prescriptive. You cannot not see in a year’s time who is 
visiting from overseas or something. It makes it more expensive by putting 
those dates on it for a year’s time as you sometimes end up wasting it. (Bella) 
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The results in this section indicated that employee commitment through 
professional development, rewards and recognition may support keeping these Early 
Childhood Teachers working in long day care. 
Why may these Early Childhood Teachers leave long day care? 
This final section builds on the previous three, to understand why these 
participants may decide to leave long day care. Two key themes emerged: a) wages and 
conditions; and b) demands of the long day care context. This section draws attention to 
the participants identified areas of challenge.  
Wages and conditions 
When posed with the question, what could be changed to make working as an 
Early Childhood Teacher in long day care better, there was consensus regarding the 
need for improved wages and conditions, comparable to those of colleagues working 
in other areas of education. Reflective of this viewpoint, Bella suggested that teachers 
working in long day care should have the same conditions as teachers in the school 
sector. 
…to equate it with teachers in schools as far as possible.  I understand that it 
is a business and RCK Early Education Centres are not for profit so they have 
this much fat to spend they have to decide what they have to spend it on. It may 
not seem right to give it to the Early Childhood Teachers to give them paid 
holidays but you wouldn’t lose people if we could do shorter hours and have 
longer holidays. (Bella) 
Bella maintained that improved parity would most likely lead her to continue working 
for RCK Early Education Centres. 
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As previously mentioned, Zoe has always worked in long day care. Her challenge 
around wages and conditions gave insights into transferring between centres from a 
Centre Director role to an Early Childhood Teacher role, both within long day care.  
Probably the hardest thing that I had was more organising contracts, which 
sounds like a silly thing. I transferred over from the director role to this role 
within the organisation and I had to chase and chase and chase my contract. 
(Zoe) 
Zoe believed her transition to becoming an Early Childhood Teacher in long day care 
would have been enhanced if she had been offered an interview to discuss her 
contract. 
I didn’t feel it was as fair that I didn’t actually get a sit down interview to 
negotiate my contract. I, of course, had an interview with the director to 
discuss my role. But, I didn’t have anyone to sit down and talk to me about 
what your entitlements would be and what your contract would consist of… 
The area managers and HR manager just didn't really want to deal with it. I 
was kind of left chasing it myself. I felt uncomfortable about that. (Zoe) 
Zoe stated that her struggle with her contract continued when she returned from 
maternity leave. 
While I was on maternity leave, standard Early Childhood Teacher contracts 
were introduced and Early Childhood Teachers moved over to full time 
instead of part time and I was missed on this. My Centre Director and I only 
realised when a new Area Manager took over our region and it came up in 
discussion. My Centre Director had to keep chasing this for me to have it 
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corrected again. This contract then disrupted their previous records of Early 
Childhood Teacher bonus schedules which I just gave up chasing the correct 
dates. (Zoe) 
The overall response to attracting and retaining Early Childhood Teachers 
working in long day care was to improve wages and conditions, in particular making it 
comparable to those colleagues working in other areas of education. 
Demands of the long day care context 
The demands of the long day care context, a) longer hours; b) documentation; c) 
more staff; and d) changing dynamics of long day care, are identified challenges for these 
Early Childhood Teachers and may be a reason for an Early Childhood Teacher to leave. 
Longer hours (Longer day, longer year). All participants identified that 
working in long day care was hard work and looking after their own health and well-
being was important to them. Looking into the stressful and physically demanding 
nature of the work of teachers, in general, Bella compared her situation to that of her 
daughter who teaches in a primary school. 
I think we have to have an eye on our own sustainability particularly when you 
are doing that 51 weeks. It is an enormous amount longer than those teachers 
in schools so when I watch my daughter folding at the end of each term, I can’t 
do that.  I have got to keep an equilibrium that is sustainable. It’s a worldwide 
acknowledgment of the input of teachers so I don’t know why not having 
school holidays should stop at long day care. We put in what teachers put in 
and more.  Our role is harder but we must keep going. (Bella) 
Molly described the constant feeling of burnout. 
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 It was more just around that time thing, that feeling of burnout. You’re feeling 
like there’s just this constant sort of pressure and workload that never seems 
to be relieved.  It just keeps building and building. I find that really 
challenging. (Molly) 
Sophie believed that her personal wellbeing would be supported by additional leave 
and breaking the year up into terms as happens in other education settings such as 
stand-alone preschool services and schools. However, while she would like more 
leave, Sophie also demonstrated her understanding of the business of long day care 
and the impact of additional leave on children, families and colleagues. 
More holidays would be nice, but I'm pretty sure everybody says that! 
Definitely more holidays. Because it does, it's a long year otherwise and, if you 
could break it up a little bit more, I would definitely say more holidays. I'm not 
necessarily saying the same as schools, those 12 weeks or anything like that, 
because I understand that would be hard in the long day care setting, because 
then you've got to find that person to relieve you for those ... Because my 
numbers don't drop an awful lot through school holidays. But at least 
something more, you know? Definitely. (Sophie) 
Molly, coming from the school sector, stated that she took a long time to adjust to the 
time factor of working as an Early Childhood Teacher in long day care.  
So coming into full-time working in that long day care, it took quite a long 
time to adjust and it is around that time, it’s all around that time and the 
expectation because I find coming in there’s quite high expectations placed on 
you, but this was outside of RCK Early Education Centres when I first started.  
It was just a privately owned centre but you had that same timeframe as 
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everybody else at the centre to get things done, but I just find there’s a lot 
more expectation placed on you.  It took a lot of adjusting and a lot of work to 
figure out how to more effectively use my time because I was used to having 
time to get these things done.  So it was a bit of an adjustment period in 
working out how to manage my time more effectively. (Molly) 
 These results suggested that these Early Childhood Teachers working in long 
day care would be supported in their roles through additional leave throughout the 
year. 
Documentation. All participants in this study are paid above award and receive 
more than the minimum non-contact time set by the award. Early Childhood Teachers 
working in long day care are entitled to a minimum of two hours per week non-contact 
time, during which they are not required to teach or supervise children or perform other 
duties directed by their employer, for the purpose of planning, preparing, researching and 
programming activities (Fairwork Australia, 2015). What is interesting in this data is that 
all participants felt that the above award three hours per week of non-contact time was not 
enough to enable them to deliver high-quality preschool education programs. 
I’m luckier than the other girls [in other centres].  I do get three hours of non-
contact per week but I find that that’s just enough time to feel, for myself to be 
organised through the week and doing what I need to do.  But I don’t ever feel 
like there’s that time for the teamwork, that communicating with the people 
that you work with even.  You have those running conversations and quick 
discussions but you don’t feel like you really catch up with them so that there’s 
that continuity. (Lucy) 
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Even Sophie, who had worked as the Lead Educator with this age group, and managed 
on two hours per week programming time, found the need for additional non-contact 
time stepping into the role of Early Childhood Teacher. 
I think the only thing that I was a little bit more maybe surprised about is that 
there's a little bit more required of an ECT than what they want from a Group 
Leader. We've got our transition statements that we have to do in the end of 
the year. I never had to do those. We've got mid-year progression statements 
you have to do; parent/teacher interviews are more frequent than they were as 
Group Leader. I guess it wasn't so much a big change, but it's just those little 
things that I needed to obviously make sure my time management was a little 
bit better to ensure that I could incorporate all that into my daily routine. 
(Sophie) 
In addition to planning the educational program, participants spoke about increasing 
expectations regarding curriculum documentation. The NQS requires every child’s 
learning and development to be assessed as part of an “ongoing cycle of planning, 
documenting and evaluation” (p. 10), which means that some Early Childhood 
Teachers could have 45 portfolios to keep up to date. Reflecting the general view of 
these teachers, Lucy talked about the challenge of finding time during work hours, but 
away from the children, to complete the expected paperwork (i.e., daily program, 
planning, portfolios, reflections, transition statements, family communication books or 
boards, and observations). 
I guess as much as we're trying to put the children first we still have that 
expectation of getting all the paperwork done. It's the timing to get that 
paperwork done which I feel sometimes we do not put the children first in 
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regards to having to have that done because we're in our rooms for pretty 
much our whole shift and we get one-hour lunch and it's just getting that 
paperwork. I understand that the paperwork needs to get done and I 
understand that we need to put the children first and it is finding that happy 
medium because you can't sit down and quickly do the paperwork because the 
children need us. I am still finding that a bit disjointed, trying to figure out all 
that. (Lucy) 
A suite of documentation is an expectation of RCK Early Education Centres and 
includes daily program, reflective diary, family communication board or book, child 
portfolio, and transitions to school statements. 
Like the daily programs and the reflections and everything like that which you 
need to be in the moment doing it. At the times when the children are not all 
resting and you are trying to give them your attention and work with them. All 
good and well they want to do it with you, but on days that they don't and you 
need to give them that attention and put the children first - but there is also an 
expectation that your paperwork needs to get done.  That's the part that I am 
finding difficult at the moment. (Lucy) 
Molly also reported that she struggled with a lack of non-contact time to plan and 
document teaching and learning; something which she was used to having while 
working in schools. 
I also found just the hours that you work as well. Through schools, there’s 
plenty of time before and after to get some of that prep and get things - I just 
found that I was organised better on a day-to-day basis and the non-contact 
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time was additional too. I didn’t have a lot of extra support for stuff that has 
forward planning, whereas day-to-day was daily prep. (Molly) 
Like all of these participants, Lucy understood the business side of long day care but 
stated that she needed additional hours to complete the programming and planning 
requirements of the preschool program. She identified the dilemma of putting 
children’s needs first and completing the documentation. 
Like I said I understand RCK Early Education Centres is a business but I think 
there might need to be the - I don't know how they would work it in regards to 
having the time to, or even half an hour, just to be able to do that, get your 
paperwork done. I feel at the moment, me, some days and the staff in our 
centre are doing half an effort because trying to get it done while they've got 
the children. For me that's a big one at the moment and I don't know how that 
would look like because it is a business. I completely understand it business 
wise and I completely understand that the paperwork needs to get done and 
that the children are the primary focus. It's a bit of pull and tug. (Lucy) 
Sophie’s work ethic sees her putting in additional hours to support the quality of her 
preschool program. She too would like additional non-contact time but recognises the 
challenge for the business to accommodate this concept. 
I guess maybe a little bit more non-contact time, which is really hard, I know, 
because especially too with the seven and a half hours a day kindergarten time 
to be able to meet the QKLG requirements and everything like that. I know that 
makes it a little bit hard, but at the end of the day, you know, we've got to do 
all our progression reports, and there's a little ... I don't know about other 
Early Childhood Teachers, but I myself is, I'm very particular with the way I 
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do everything, and there's a set way. Because I know that if I do it this way, 
then everything's going to get met, and I know the children are going to meet 
those five areas within our development, so everything in our curriculum and 
everything like that. I think if I had that, maybe that would help, but I still get a 
lot done, anyway. (Sophie) 
Zoe supported the idea of additional non-contact time but also suggested that 
additional non-contact time may not be possible in long day care business context.  
The long two-hour lunch/rest period is a challenge too. My children now don't 
want to sleep so we do quiet learning with just the one staff member when the 
other educator is on lunch. We often work on our journals and continue our 
learning. However, by yourself, you are also managing behaviours or support 
children with additional needs (which are undiagnosed) and it would be great 
even both educators worked a half hour shorter shift and just had a half hour 
break each or had lunch relief to support learning. Again, this would be costly 
for the business as they would either be paying an additional 10 hours a week 
for lunch relief or require additional staff for another 5 hours in the afternoon 
or morning to cover those two educators leaving earlier. So I don't see this 
happening. It's a shame, though... it is a missed learning opportunity and we 
have so much learning we want to do in the day... especially when you have 
children who only attend one or two days a week. (Zoe) 
Forging partnerships with schools was identified as part of the Early Childhood 
Teacher’s job role to support children’s successful transitions to school. Zoe identified 
this role and described the challenge of this expectation while working as an Early 
Childhood Teacher in long day care. 
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I think there's also the expectation that just because we're teachers we can 
easily forge partnerships with the local schools. Very hard to do that when 
you're in a room seven and a half hours a day. They'll tell you do it during 
your programming time. You've got three hours a week. You have an awful lot 
of things to do in those three hours. It's also the thing that I know the schools 
are being told to build partnerships, but schools who are at full capacity and 
actually knocking families back on waiting lists, they're not as interested in 
building partnerships with local services. The schools around here are 
running very engaging transition programs but they still are running them 
separate to our service. (Zoe) 
As can be seen, these teachers seemed to struggle with the allocated non-contact time 
and the amount of documentation that is required. 
 More staff – with different qualifications and practices. RCK Early Education 
Centres provided professional development opportunities for Early Childhood Teachers 
and Educational Leaders through regular workshops and networking meetings. All 
participants acknowledged their appreciation of these professional development 
opportunities as previously stated. However, they suggested that their role of Early 
Childhood Teacher could be further supported with more professional development 
opportunities for the other educators in their centre.  
Bella and Molly drew attention to the range of educator qualifications and 
practices in long day care. They discussed the challenge they find working with 
educators with a range of qualifications (ranging from a Degree to Certificate III) and 
teaching practices. In particular, Bella was challenged by the way educators spoke to 
children. 
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There could have been more support with the tone of voice some educators 
used, not in my room, but I found it confronting the way that the children were 
spoken to…The children know the routine. They know what to do. They can 
sense what to do.  They don’t need to be barked at. (Bella)   
Lucy identified value in providing all educators in the centre the opportunity to attend 
the professional development opportunities that had been afforded to her through her 
Educational Leader and teaching roles. 
I think if anything there could be more opportunities for the other educators 
because Early Childhood Teachers are getting all the shared days, 
Educational Leaders are getting all these days to be able to get their - build 
their knowledge and their contacts and everything. I think nursery leaders, 
toddlers, I don't think they get as much, nothing compared to what we get.  I 
think if anything all the other educators should be able to get some more 
professional practice than there already is available to them. (Lucy) 
Molly was challenged when working with educators who did not hold the same values 
and beliefs as her.  
The things that I find most challenging about it, that I find hard is to 
sometimes reconcile with, is the professionalism and the level of knowledge 
and training of other staff. I do find that extremely challenging. It’s more just 
because it’s the same as trying to - you’re working every day at odds with 
people that don’t share the same vision and beliefs and you’re not there to say 
to them well you can’t believe that. It’s trying to steer them into seeing another 
way of doing it but there’s still quite a lot of resistance I find. Yeah, I find that 
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really challenging to stay motivated, when there’s quite a bit of negativity as 
well from other staff. That’s very challenging. (Molly) 
As can be seen, working with a range of qualified educators with differing 
values and beliefs was a challenge for these Early Childhood Teachers.  
Changing dynamics of long day care. Early Childhood Teachers working in long 
day care often need to work with a dynamic rather than stable preschool room that may 
include younger children. This context is quite different to teaching in the stand-alone 
preschool or school classroom context which has a more stable intake of enrolments at the 
beginning of the year. Including three years olds in the preschool program and/or being 
transitioned up to the preschool room for a day, when numbers are under or over in other 
rooms, was identified as a challenge by all participants. In addition, under roof ratios 
could potentially mean that the Early Childhood Teacher is in the preschool room on their 
own. 
We were - under the roof ratios is that – that the under the roof concept is 
something that most centres and most staff regardless really hate. It’s one of 
the things we hate. There was a day when because of under the roof numbers, 
you can be on your own with this many children because they balance out 
elsewhere but it makes it a really hectic, a really hectic and busy day. 
Technically, you’re fine but realistically in that room the pressure that that 
places on that person in that room on their own, yeah it just generates a lot of 
stress. We feel - most people will feel that that really is the expectation.  Just to 
deal with it, just to cope. That’s the way it is. Legally, we’re fine. Quality, not 
so much but legally, we’re fine. It’s working around that. I think that’s why too 
they started to do the bump and shuffles because moving them up rather than 
______________________________________________________________________________________ 
Chapter 4: Findings  137 
leaving them with that staff member on their own, we really felt like we were 
improving quality a bit more. It’s not ideal but you do it. You make it work, is 
what we say. We make the best of it. We make it work. (Molly) 
Bella contended the business side of long day care sometimes interrupted the quality 
of the program that she would like to provide. In fact, when she was first employed by 
RCK DeDaunton, Bella claimed she was led to believe that she would only be 
teaching the preschool age group. However, when child enrolments decreased, three 
year olds were added to the cohort of children she was teaching. 
…long day care is a mess educationally because it is based on business and 
costs and you know mummy can’t afford five days a week. ... If there wasn’t so 
much business pressure on enrolments to move children through I could stick 
with that 4-5 and could do more with them but now I’ve got 3-5 that’s 
changed. That has a negative impact on the older children because they just 
got to wait longer and be more patient. The numbers are higher whereas if I 
had slightly fewer and that older age group I could do more with them. (Bella) 
Lucy argued that she would also be able to provide a higher quality program if three-
year-old children were not transitioned into her room. Lucy stated that these 
transitions occurred when numbers are out of child to adult ratio in other rooms. Lucy 
suggested that another educator be placed in the room when numbers are higher 
instead of children being shuffled into her room for the day. 
That's probably the only other thing where we should get the other educator in 
there so then they can be in there with their friends instead of just being put in 
my class due to. I understand RCK Early Education Centres is a business and 
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that sometimes business wise it makes sense but putting the children first, it 
doesn't for me anyway. (Lucy) 
Like Lucy and Bella, Molly identified that transitioning three years olds into the 
preschool program was a challenge. Molly discussed the challenge of transitioning a 
group of three year olds part-way through the year, alongside her acknowledgement 
that such transitioning makes business sense for long day care.  
Last year I just had that group of the four to fives, those ready to go but we 
needed to do some transitioning because we had a lot of interest in the 
younger age group. So we needed to bump up to make room. They came up 
halfway through the year and that was really challenging for them to come 
from a very different set of routines and expectations to fit in with our older 
guys already halfway through their year. So managing that change is 
something that is really important. Unfortunately, it looks like we are going to 
have another little group being bumped up again just for numbers. Yeah. I find 
that frustrating. I understand the business model behind it, that we need to 
have attendances and we need to have ourselves at capacity but yeah. (Molly) 
Working as a Centre Director provided Zoe with a business sense.  However, as an 
Early Childhood Teacher, she identified children transitioning between rooms 
challenged the quality of her program. 
From a business point of view, I understand. Because I've been a Centre 
Director, I understand why we do under the roof ratio, I understand why we 
shuffle staff when children are away. As a teacher in that role, I do find that 
frustrating. You're trying to run a kindergarten program and some of the kids 
haven't turned up because it's the holidays, so you're down to one staff. You 
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plan all these great experiences; you can't do all of them because you're down 
to one staff. Or you're getting children bumped up or shuffled up to you. I 
won't bump and shuffle them back. I'll just keep the extras. I'd rather have the 
extras by myself and the Senior Kindy Educator is the same so we try not bump 
and shuffle if we can help it but just help the other out and share a support 
educator between the rooms to get lunches, toilet breaks, collect mops and 
supplies. (Zoe) 
Interestingly, these Early Childhood Teachers and the quality of their preschool 
programs were challenged when three years olds were included in their rooms or 
when under roof ratios left the Early Childhood Teacher in the preschool room on 
their own. 
The following table (Table 8) summarises the themes emerging from the 
analysis of the interview transcripts and demonstrating how these participants made 
sense of their lived experience of working as an Early Childhood Teacher in long day 
care.  
Table 8 
Summary of themes 
 
  Lucy Bella Molly Sophie Zoe 
What 
attracted 
these 
Early 
Childhood 
Teachers 
to long 
day care? 
 
Lack of 
alternative 
employment/job 
security 
 
     
Passion for 
teaching 
preschool age  
 
     
Pedagogical 
leadership 
     
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What 
supports 
the 
transition 
to long 
day care? 
Prior 
knowledge and 
experience      
Understanding 
the business and 
culture of long 
day care 
     
What 
helps 
retains 
these 
Early 
Childhood 
Teachers 
in long 
day care? 
 
Personal and 
professional 
qualities 
• to be able to 
adapt 
• go with the 
flow 
• be open to 
new ideas  
• strong and 
open 
communicati
on skills 
• being able to 
nurture 
children and 
families 
 
• tolerance 
• not dropping 
standards 
• endurance 
• able to look 
after own 
wellbeing 
• passion 
• conscientious 
• genuine care 
for what 
those 
children are 
feeling and 
learning 
• role models 
• an absolute 
passion for 
early years 
• really believe 
in the value of 
early years’ 
education 
• professionalism 
• extremely 
flexible 
• being able to 
adapt 
• responsiveness 
• patience with 
all the 
stakeholders 
you work with 
• realistic 
expectations 
• real empathy 
• understanding 
of different 
perspectives 
• outgoing 
• friendly 
• passion for the 
younger child 
• understanding 
that they are 
not at school 
• nurturing 
• a lot of drive 
for the longer 
hours 
• understanding 
that it is 
completely 
different to 
schools  
• good 
knowledge of 
the curriculum 
• leadership 
• initiative 
• self-
motivation 
• work ethic 
• passion 
• empathy 
• compassion 
• community 
spirit 
• being 
respectful 
• creativity 
• able to 
negotiate 
Professional 
identity      
Collegial 
relationships      
Centre/ 
organisation 
leadership and 
support 
     
Why may 
these 
Early 
Childhood 
Teachers 
leave? 
 
Wages and 
conditions 
     
Demands of 
long day care 
• time to 
complete 
paperwork 
• additional 
educator in 
lower room 
so younger 
children are 
not 
transitioned 
into the 
preschool 
room when 
centre/room 
numbers are 
• equate it with 
teachers in 
schools 
• shorter hours 
• longer 
holidays 
• raise the 
qualifications 
and teaching 
practices of 
other 
educators 
• more admin 
assistance to 
Centre 
• more time 
for team 
meetings 
• transitions to 
school 
• prep time  
• non-contact 
time 
• more non-
contact time 
• more 
holidays 
 
• preschool 
hub 
• brand the 
preschool 
room better 
• contract 
options  
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low on any 
particular day 
Director to 
support 
educators  
• no 3 year 
olds in 
preschool 
 
A sense of professional identity, individual personal and professional qualities 
such as endurance, flexibility and adaptability and a passion for working with this age 
group, supported the Early Childhood Teacher’s sense of belonging in long day care. 
As identified during the interviews, these participants looked for the positives. They 
adapted to the challenges long day care provided. They acknowledged that every child 
was different, attended on different days and after a long, tiring day, they come back 
and meet the same and new challenges the next day.  
Last word from the participants 
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Lucy. RCK has provided me with numerous and ongoing professional 
development and it's really impressive how much support you get from RCK 
in regards to that. Yes, I was really lucky first day care centre to get RCK.  
Bella. If a school offered me a job tomorrow in the same age level, what I 
mean is kindergarten, because I love the freedom to implement my own ideas 
in the way I want to. That is, if I was offered a position in a school at the 
same year level with similar sort of freedom I would take it because of the 
school holidays and the length of day and the calibre of people. I don’t 
despite the girls. They are lovely people, but they are not always doing the 
right thing… But it would be nice to reach a situation where if I was offered 
what was in the school I wouldn’t move.  
Molly. It’s a daily thing. It really is. For me, I get up every day and have to 
think about that thing that motivates me to go because it is challenging. It is a 
challenging industry. It’s exhausting. It’s tiring. You get up every day 
remembering something really positive from the day before that makes me 
want to go back and keep doing it again. It’s making sure I do that every day 
and if that negative thought slips in, you go no, remember this. Remember 
this. It’s just those patterns and habits that I think you get into because 
negativity can be so dominating. It can be that dominating feeling and you 
have to - I always tell the girls; you have to fight against that. 
Sophie. I think I'm pretty content. Like I do my job, and I know I do it well, 
and that's not me bragging or anything like that because the way I see it is it 
reflects on me in the end. If I don't do it properly, then it's going to come 
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back on me. I make sure I do my job fully, and I follow the guidelines, I 
follow the rules. I'm very, yeah. 
Zoe. To be honest, I started working with children initially because I felt 
children were easier to work with. I didn't realize along the way how much I 
would have to talk to other adults. I was a quiet anxious person. Going into 
this profession has really helped me grow. I found the more I grew, the more 
success I got, the more I wanted to extend myself and still be a part of that. 
Chapter summary 
This chapter presented the key findings of the study in light of the research 
questions: a) What attracted these Early Childhood Teachers to long day care?; b) 
What supports the transition to long day care?; c) What helps to retain these Early 
Childhood Teachers in long day care; and d) Why may these Early Childhood 
Teachers leave?  
The first question, what attracted these Early Childhood Teachers to long day 
care?, addressed the participants’ journey into the RCK Early Education centre in 
which they are currently employed through the themes of: a) job security/lack of 
alternative employment; b) passion for teaching generally, and for preschool age 
specifically; and c) pedagogical leadership. 
The second question, what supports the transition to long day care?, provided 
insights into what supported these Early Childhood Teachers as they transitioned into 
long day care through the themes a) prior knowledge and experience and b) 
understanding the business and culture of long day care. 
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The third question, what helps to retain these Early Childhood Teachers in 
long day care, reflects on the participants’ experience of teaching in long day care and 
why they choose to stay working in long day care through four themes that emerged 
from the data a) personal and professional qualities (deemed to be important by these 
teachers), b) strong sense of professional identity, c) collegial relationships; and d) 
centre leadership and support/organisational leadership and support. This section 
identified that factors that supported these participants to stay working in their current 
long day care centres.  
The fourth question, why may these participants’ leave, reflected the 
participants’ responses to the interview question what could be changed to make it 
better? Two themes emerged from this heading; a) wages and conditions and b) 
demands of the long day care context. 
Chapter 5 discusses and interprets these findings in relation to the literature 
relevant to the attraction and retention of qualified Early Childhood Teachers in 
ECEC, and, specifically, in long day care. Implications of these findings are 
considered within the current context of national reform. 
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Chapter 5: Discussion 
Each discovery contributes to our knowledge, and each way of 
knowing deepens our understanding and adds another dimension 
to our view of the world (Hartman, 1990, p.3). 
 
Introduction 
This study was undertaken to investigate the retention of Early Childhood Teachers 
in long day care. The study’s primary research question was: What keeps Australian Early 
Childhood Teachers working in long day care? A purposeful sample of five qualified and 
experienced Early Childhood Teachers participated in semi-structured in-depth interviews 
in which they described their views and experiences of working as an Early Childhood 
Teacher in long day care.  
This chapter discusses the main findings of the study using Bronfenbrenner’s 
(1979) Ecological Systems model as a framework: (i) the microsystem is the long day 
care centre; (ii) the mesosystem focuses on the relationships between the teacher and their 
environment; (iii) the exosystem is the ECEC organisation; and (iv) the macrosystem is 
the profession.  Consideration is also given to the changing policy and practice landscape 
(i.e., the chronosystem) of ECEC in Australia. Findings are discussed in light of the 
literature relevant to the attraction and retention of qualified Early Childhood Teachers in 
ECEC, and, specifically, in long day care. This chapter also discusses the implications of 
findings within the current context of national reform and in building a sustainable, highly 
qualified and professional ECEC workforce (SCSEEC, 2012).  
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This was a small study, positioned within a social constructivist paradigm. It 
identifies some shared success factors and challenges influencing these Early Childhood 
Teachers’ decisions to work in long day care.  It illustrates the interconnection between 
these factors and the lived experience of the Early Childhood Teacher working in long 
day care. Figure 9 provides a summary of these participants’ enablers and challenges with 
respect to working in long day care. These enablers and challenges offer some practical 
insights that may be valuable to policy and practice for the successful attraction and 
retention of Early Childhood Teachers in long day care. 
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Figure 9. Enablers and challenges  
Recognising that these factors are interactive, dynamic and context-bound, 
Bronfenbrenner’s (1979) Ecological Systems model is used in this chapter as a 
framework to discuss what keeps these Early Childhood Teachers working in long day 
Challenges 
•lack of alternative employment 
•no previous experience of teaching in long day care 
•push-down curriculum 
•wages and conditions 
•demands of the long day care context 
•longer hours (longer day, longer year) 
•documentation 
•more staff - with different qualifications and practices 
•changing dynamics of long day care 
 
Enablers 
•job security 
•passion for teaching generally and for preschool age group 
specifically 
•opportunities for pedagogical leadership 
•prior knowledge and experience 
•understanding the business and culture of long day care 
•personal and professional qualities 
•strong sense of professional identity 
•collegial relationships 
•centre and organisational leadership support 
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care. The Early Childhood Teacher is positioned at the centre of the framework, a pivot 
point for considering the influence and interaction of personal (intrinsic) factors and 
environmental (extrinsic) factors on the work of these teachers in long day care. Applying 
Bronfenbrenner’s model (Figure 10), the immediate environment of the long day care 
centre is the microsystem in which the development of these teachers occurs. The 
mesosystem includes the influence of relationships between people and environments 
within the microsystem (e.g., relationships with families and the local community). In this 
case study, all of the centres were operated by a larger ECEC organisation, whose 
overarching organisational context influenced the day-to-day operation of each centre and 
is presented here as part of the exosystem. The organisational context is also dynamic and 
changing and the research is situated in a particular point in time in the history of the 
ECEC organisation. In Australia, government plays a significant role in ECEC including 
regulation, quality assurance and funding parent subsidies to support access to ECEC. 
This context and broader societal views about ECEC and the work of educators and 
teachers in these services also influence what happens in centres. This indirect influence 
is represented here as part of the macrosystem. Finally, the ECEC policy context in 
Australia is dynamic and continues to change as new priorities and initiatives emerge. 
Identification of the chronosystem acknowledges that the study is bound by the time and 
place, and that the influence and interaction of factors identified here are likely to change 
with policy initiatives (e.g., universal access to preschool and the introduction of Early 
Childhood Teachers to deliver the preschool program in long day care) and changing 
cultures of long day care. 
This chapter will now discuss, in turn, the enablers and challenges for each context 
within the ecological system of long day care. The enablers and challenges for these Early 
Childhood Teachers are depicted in Figure 10.   
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EXOSYSTEM 
The organisation 
MESOSYSTEM 
 
INDIVIDUAL 
Early childhood 
teacher 
MACROSYSTEM 
The ECEC profession 
MICROSYSTEM 
Long day care centre 
CHRONOSYSTEM       
Time and historic influences 
Macrosystem Enablers 
 Professionalising the field 
 Parity of wages and 
conditions 
 Realistic funding 
 NQF (NQS and curriculum) 
Macrosystem Challenges 
 Policy context 
 Regulations and legislation 
 Disparity of wages and 
conditions 
 Lack of funding 
Exosystem Challenges 
 Wages and conditions 
 Business pressures 
Exosystem Enablers 
 Employer of choice 
 Mentoring programs 
 Rewards and recognition 
 Incentives 
 Professional development 
 
 
Individual Challenges 
 No desire for professional growth 
 Structured teaching philosophy 
 Lack of long day care business 
understanding 
 Weak professional identity 
 
Individual Enablers 
 Personal and professional qualities 
 Opportunities for pedagogical 
leadership 
 Sense of professional identity 
 Commitment to play based teaching 
and learning  
 Freedom of curriculum  
 Prior long day care experience 
 Long day care business understanding 
 
Microsystem Challenges 
 Team resistance to change 
 Lack of recognition as a real 
teacher 
 Business pressures 
 
 
Microsystem Enablers 
 Collaborative team 
 Supportive centre leadership 
 Sense of belonging 
 
 
Figure 10. Identified enablers and challenges within the long day care ecosystem 
 
______________________________________________________________________________________
Chapter 5: Discussion                                                                                                             150  
The Early Childhood Teacher 
Starting with the Early Childhood Teacher, this section examines the influence of 
intrinsic factors impacting on these teachers’ decision to work in long day care and their 
choice to remain working in this context. These factors included: the basic need for job 
security; personal preference to work with the preschool age group and commitment to 
play-based curriculum; professional identity; and the personal values, qualities and 
experience that supported success in this work context.  
The capacity for long day care to offer employment and job security for Early 
Childhood Teachers is an important finding in this study. Teaching in long day care was 
not the first choice of work context for all participants. Specifically, participants’ life 
circumstances and limited job opportunities in other education contexts (i.e., school and 
stand-alone preschools) influenced their decision to work as Early Childhood Teachers in 
long day care. These findings resonate with Thorpe and colleagues (2011) study of 
graduating teachers’ employment choices. However, with schools and stand-alone 
preschools providing higher salaries and more favorable work conditions, or as Zoe noted 
having that carrot dangling, staying in long day care was identified as challenging.  
In the current workforce context, the availability of jobs in long day care and lack 
of alternative employment in education-related areas support the recruitment of Early 
Childhood Teachers to work in long day care. In fact, ECEC teacher shortages have also 
led to an Australian Government push to attract primary trained teachers through 
incentives in some jurisdictions (e.g., Queensland) (COAG, 2009). However, the 
availability of jobs in long day care may be seen to be a short-term fix with Early 
Childhood Teachers leaving when teaching positions become available elsewhere.  
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Turning now to these Early Childhood Teachers’ personal preference to work with 
the preschool age group and commitment to play-based curriculum, personal and intrinsic 
factors were identified in the study. The study highlighted the role of passion for teaching 
in this area and also identified personal and professional preferences, motivations and 
qualities impacting on the retention of these teachers in long day care. All participants in 
this study discussed their passion for teaching, specifically the preschool age group. 
These exceptional Early Childhood Teachers articulated their passion for and a 
commitment to the preschool age group and beliefs and values that supported play-based 
learning and teaching. It seems that for these participants, emotional attachment to the 
work was an enabler to their retention in long day care. Passion for teaching the preschool 
age group is central to their ongoing commitment to, and engagement with, the long day 
care context and a reason for their decision to work in long day care because it provides 
an opportunity to work with this age group. 
It seems, however, that some of these Early Childhood Teachers are conceptualising 
their commitment to teaching preschool children in a context that, in most cases, was not 
their ideal teaching environment. While passion is seen as an enabler for Early Childhood 
Teacher retention in long day care, Osgood (2006) argues that, in the female-dominated 
profession of ECEC, the notion of passion with its emotional connections poses a real 
threat to the professional identity of Early Childhood Teachers. Furthermore, while these 
Early Childhood Teachers were passionate to teach preschool children, some were 
challenged by the culture of long day care, suggesting that passion alone may not be 
enough to support retention over the medium to longer-term. 
Professional identity, or lack of, is an interesting theme that emerged from the data. 
Some of these teachers seemed to struggle with their sense of professional identity, and 
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there seems to be a link between this and their career pathway into long day care. Noted 
was the fact that the participants who transitioned into long day care with primary 
qualifications felt more recognised as a teacher than the Early Childhood Teachers 
‘grown’ within the long day care context (i.e., upgrading to a teaching qualification while 
working in long day care). The complexity of Early Childhood Teacher professional 
identities, particularly in relation to working in long day care, was also highlighted in 
Gibson’s (2013a; 2013b) Australian research into integrating Early Childhood Teachers 
into long day care. As in Gibson’s study, participants indicated how the views of others 
influenced their professional sense of belonging to the education profession. Some 
participants believed that teachers in long day care were not afforded the same 
recognition and respect as colleagues in other education sectors. Resonating with 
Goodfellow’s (2003) and Sumsion’s (2002, 2007) studies, there also was a sense of a 
general lack of awareness of qualifications and differences between the roles of Early 
Childhood Teacher and Lead Educator within the broader community. Yet, when young 
children start school, parents know that university trained teachers will teach their child. 
This perception underpinned Sophie’s lack of professional identity as she explained how 
some families viewed her teaching role they just see me as literally another Group Leader 
within the centre.  
Most participants identified a clear lack of identity on the part of the teacher and 
lack of recognition by the community in relation to the role of an Early Childhood 
Teacher in long day care. Corroborating research undertaken by Goodfellow (2003), 
McCrea, 2015; Sumsion (2007), and Sezgin and Erdogan (2015), the findings from this 
study suggest that identifying ways to raise the professional identity of the Early 
Childhood Teacher working in long day care is necessary to strengthen the attraction and 
retention of Early Childhood Teachers in long day care. Given the continued focus on the 
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importance of the early years, a key to attracting and retaining Early Childhood Teachers 
may be through reconstituting long day care as a context in which teachers have high 
public, professional and political visibility as powerful catalysts for educational, and 
alternatively societal change.  
A lack of professional identity is likely to impact on job performance, satisfaction 
and, ultimately, retention of Early Childhood Teachers in long day care. The evidence 
suggests that who the Early Childhood Teacher is, what they know and what they do has 
an impact on the long day centre as a whole. According to Jones (2015), Early Childhood 
Teachers who stay in the role of teaching in long day care can have a strong professional 
identity when they have belief in themselves, in the things that they know; the things that 
they stand for; the things that they are good at and the things that they are passionate 
about. They know how to get on with doing the work they do. A strong sense of 
professional identity is seen as an important factor affecting the Early Childhood 
Teacher’s sense of professionalism and the field of ECEC in general. 
In addition to passion for their work, participants highlighted personal and 
professional qualities that may support Early Childhood Teachers working in long day 
care. While many of these reflect prior research looking at Early Childhood Teacher 
qualities (Cantor, 1990; Colker, 2008; Katz, 1993; Ostorga, 2003; Sezgin & Erdogan, 
2015; Waniganayake & Semann, 2011), others take on particular meaning within the 
context of long day care. For example, flexibility and adaptability, as illustrated by Lucy, 
to be able to adapt, that’s the big one, were identified as enablers of retention in long day 
care. That is, teachers being flexible within the day-to-day routines of the centre and 
being able to adapt to the business and culture of long day care are identified as enablers 
of retention. These are particularly important qualities for the Early Childhood Teacher 
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without prior experience of working in long day care, and are, therefore, among the 
identified qualities for an Early Childhood Teacher choosing to work in long day care. 
These findings suggest that after passion, flexibility and adaptability are qualities that 
employers may look for to attract and retain Early Childhood Teachers for long day care.  
Another interesting quality identified by these teachers was endurance. This was 
exemplified in Bella’s reference to endurance for those long weeks. Also, there is 
evidence, comparable to Cantor (1990) and Katz (1993) that effectiveness as a teacher 
stems from a combination of knowledge, skills and personal characteristics. Cantor’s 
(1990) and Katz’s (1993) research have stood the test of time. However, as Ostorga 
(2003) argued, personal characteristics are embedded in feelings and beliefs, which, in 
turn, makes them hard to observe and, therefore, hard to identify during the recruitment 
process. While the literature suggests that knowledge and skills can increase and develop, 
personal characteristics are likely to be more fixed. 
Applying a social constructivist lens, the study makes clear that the Early 
Childhood Teacher plays an active role in determining their success and retention in the 
long day care context. Findings point to a number of intrinsic factors that strengthen the 
likelihood of successful transition and continuing engagement. Endeavours to recruit and 
retain the right person for the role of Early Childhood Teacher in long day care need to 
look beyond the qualification to consider the personal and professional qualities likely to 
support the success and effectiveness of individual Early Childhood Teachers within the 
long day care context. In the next section, we shift the focus from individual factors to 
environmental factors supporting retention in long day care. 
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The Microsystem – the long day care centre 
Turning attention now to the microsystem, this section concentrates on the context 
of the centre, and what helps to retain these Early Childhood Teachers in long day care. In 
particular, this section explores centre-related factors that impacted these Early Childhood 
Teachers’ professional work and sense of job satisfaction. The section also begins to 
discuss why these Early Childhood Teachers may leave long day care. Relating 
Bronfenbrenner’s (1979) ecological systems theory to the context of long day care, the 
Early Childhood Teacher’s work is nested within the sub-systems of people, structures, 
and processes that constitute the long day care context. From this viewpoint, the 
microsystem comprises the relationships and interactions between the Early Childhood 
Teacher and her colleagues, families and the broader community as well as centre 
leadership and support. Furthermore, drawing from Cozolino (2006) and Moore’s (2006) 
research, these relationships and interactions are seen to be socially constructed and 
dynamic, shaped by the Early Childhood Teacher, and the cultures and histories of the 
educators, families and children attending the centre.  
According to Hagerty and colleagues (1992), a sense of belonging is a key 
contributor to individual wellbeing and participation in society. With the Early Childhood 
Teacher at the centre of the ECEC ecosystem, their sense of belonging is influenced by all 
of the other systems within the ecosystem, but most directly by their immediate work 
context. The Early Childhood Teacher’s sense of belonging is said to emerge from the 
connections they make with co-educators and the ECEC community within the context of 
the long day care centre. It is socially constructed and contextual; the Early Childhood 
Teacher is active in this process as are others within the microsystem (e.g., centre 
director, co-educators, children, families and community). Furthering Hagerty et al’s 
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(1992) work on sense of belonging, Wagner and French (2010) argue that an individual 
can experience different perceptions of belonging. The Early Childhood Teacher can 
experience different discernments of belonging with their co-educators, Centre Director, 
families, children and community; all of these relationships play an important role in 
teachers’ work satisfaction. In this study, all participants identified that having positive 
relationships with all stakeholders enabled them to be effective in their work and were 
central to their sense of belonging and wellbeing. Recognising the complexity of the long 
day care work context (e.g., more staff, different qualifications, long work hours, 
combining groups at different points of the day), the importance of building respectful 
and supportive working relationships, while not without challenge, is imperative to 
support a sense of belonging and effective team work. 
Supporting this viewpoint, several of these teachers pointed to the challenge of 
transitioning to long day care during a context of significant policy change and the impact 
of negative relationships with colleagues. While providing an avenue of employment for 
Early Childhood Teachers, the introduction of Early Childhood Teachers to long day care 
in Queensland has resulted in job displacement for other qualified educators. In real 
terms, this has meant that Diploma qualified Lead Educators are being displaced as 
leaders from the preschool room. As a result, the integration of Early Childhood Teachers 
into the culture of long day care is being met, in some cases, with resistance from the 
established team of educators. Bella illustrated this resistance with; I changed the room 
around and she [Assistant Educator] didn’t like that. It was her room. Research on 
resistance to change indicates that educators will resist change when they see it as a threat 
(Hagerty et al., 1992; Kanter, 2012). 
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An Early Childhood Teacher’s sense of belonging is also suggested to support their 
professional identity. On one hand, for a sense of belonging to develop, the literature 
suggests a person needs to have: the energy to be involved, the possibility and desire to 
meaningfully engage, and the potential for shared or complementary values, beliefs or 
attitudes (Hagerty et al., 1992; Porter, 2012; Walton & Cohen, 2007). On the other hand, 
where the Early Childhood Teacher’s sense of belonging remains unmet, as Bella 
illustrated, they watched me and said make sure I do the mop bucket, make sure you do 
late duty, this sense of distrust and being outside of the team is a challenge and, in the 
extreme, might contribute to the Early Childhood Teacher leaving the centre.  
Dealing with resistance and distrust can be problematic and relates to Stokker and 
Hallam’s (2009) study of right-person-right-role. Bella has illustrated her approach to 
creating change by working alongside educators to do it through role modelling. Bella’s 
suggestion highlights her pedagogical leadership skills, an identified enabler to support 
the retention of Early Childhood Teachers in long day care. In fact, all participants felt a 
collaborative approach to teaching and working supported their effectiveness in long day 
care. These participants’ pedagogical leadership skills assisted them to make change 
happen both at their centre and the wider community, but in a collaborative and less 
threatening manner. Kanter (2012) suggests that one of the best methods for building an 
effective team and dealing with resistance is getting people involved. One way these 
participants have demonstrated this involvement is through their leadership roles.  
The opportunity to exercise pedagogical leadership was clearly identified as 
something these Early Childhood Teachers enjoyed about their work and is seen as an 
enabler for Early Childhood Teacher retention. In this context, pedagogical leadership is 
recognised at a number of levels. Within the preschool room, it relates to the freedom 
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afforded by the play-based preschool curriculum and opportunity for professional 
judgement in teaching and learning. That is, findings highlight these participants’ 
attraction to the opportunity to exercise professional judgement and leadership in their 
programs supported by the play-based curriculum and their commitment to play-based 
pedagogies.  
Pedagogical leadership also extends to include opportunities to lead and influence 
the practice of others within the centre. There is a strong indication that the leadership 
opportunities provided in the long day care work context supported the retention of the 
participants in this study. The small sample size identified the concept of leadership goes 
beyond the conventional notion of authority as being one individual at the top of a 
hierarchy to include leadership at a number of levels within centres. This is evidenced by 
Sophie’s and Zoe’s decision to transfer from their Centre Director role to the position of 
Early Childhood Teacher, while continuing to fulfill other leadership roles within their 
centres. Participants referred to leadership as an opportunity to influence individual 
educators and teams as they take on formal or informal leadership roles in an endeavour 
to make practice changes that reflect a shared vision and purpose. Comparable to 
Waniganayake and Semann (2011) and McCrea (2015), another factor contributing to 
these teachers’ retention in long day care is that leadership was seen as both an individual 
and a collective ethical responsibility. 
While strong pedagogical leadership knowledge, skills and capabilities were found 
to support the retention of these teachers, inadequate pedagogical leadership may have 
serious implications for program quality, accountability, children’s learning and educator 
training and retention. The pedagogical leadership provided by these Early Childhood 
Teachers is likely to enhance program quality, job satisfaction and to support the retention 
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of other educators. However, Early Childhood Teachers in long day care may decide not 
to take up pedagogical leadership roles due to industrial matters, in particular wages and 
conditions being lower than that of their equally qualified colleagues in the stand-alone 
preschool and school sector. This concept has implications for professionalising long day 
care in general. What emerges is a relationship between how individual Early Childhood 
Teachers perceive themselves as professionals and their willingness and capacity to lead. 
The study findings suggest that the desire to exercise pedagogical leadership is a reason 
these Early Childhood Teachers are currently choosing to stay working in long day care. 
Although pedagogical leadership comes with experience and ongoing learning, a focus on 
the significance of pedagogical leadership in pre-service training and in the recruitment 
and selection of teachers to work in long day care is important and may support retention.  
The literature on right-person-right-role, as a concept of workforce planning, 
suggests that, for an effective work team, employers need to ensure that the right person, 
with the right skills, experiences and competencies, is in the right job, at the right time 
(Stokker & Hallam, 2009). This concept necessitates looking beyond the qualification to 
consider the broader skill set necessary to work in the context of long day care. Also, the 
social and cultural environment of long day care must be considered in trying to explain 
the issues of attraction and retention of Early Childhood Teachers working in long day 
care (Brunnelli & Schneider, 2004; Gibson, 2013a; Wagner & French, 2010). It seems 
that, without close communication and collaboration between colleagues, there is a 
greater risk of team coercion. This study reinforces the need for effective leadership and 
centre-based structures and strategies to support close communication and collaboration 
between colleagues in support of a shared service vision. 
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Another enabler for the retention of Early Childhood Teachers in long day care 
highlighted in the study was the impact of relationships with families and the broader 
community on the work and retention of Early Childhood Teachers in long day care. 
While the saying ‘it takes a village to raise a child’ (African proverb; cf. Clinton, 1996) 
may have become a cliché, the idea behind it remains an important one to the participants 
of this study. All participants acknowledged that children grow up in the context of a 
community, a viewpoint that saw these Early Childhood Teachers striving to develop a 
sense of community within their centre as well as seeking out opportunities to build links 
and engage with their local communities. Resonating with the NQS, the participants 
understood that children thrive in an environment of mutually supportive and caring 
relationships, and it is a part of what makes them exceptional teachers.  
For many families, long day care provides their first contact with a wider 
community outside of the home, as Lucy says a lot of my families say you’re their second 
mother. Because of this contact, Early Childhood Teachers act as an important point of 
connection for families. The role of the Early Childhood Teacher working with children 
and families in long day care is indeed a complex role; a skill set that Sims (2014) claims 
is now embracing social and behavioural dimensions requiring a combination of care and 
education. Participants perceived teaching in long day care as a highly demanding career, 
that is, high emotional demand and physical work, as Zoe illustrates, I’m trying to help 
the parents learn how they can support their child.  
These Early Childhood Teachers recognised the reciprocity of these relationships, 
acknowledging that strong links with the local community provides educators with 
invaluable information and resources to support their day to day work with children and 
families. By drawing on community knowledge and expertise, educators are better able to 
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understand the children and families with whom they work, and better able to provide 
children with learning experiences that are meaningful and relevant to their lives 
(ACECQA, 2011). This recognition, in turn, contributes to enhanced job satisfaction 
(Wagner & French, 2010). However, finding ways to engage effectively with the 
community, and the time in which to do it can be, at times, challenging for the teacher 
working in long day care. The long hours and lack of non-contact time, as Molly reminds 
us, I try and get in touch with schools and I tend to miss them, impacts Early Childhood 
Teachers’ availability to meet the requirements of the role. Consideration needs to be 
given to ensuring Early Childhood Teachers working in long day care have the same 
opportunity and support as colleagues in other education settings to establish these 
relationships and connections, as required by current quality standards. Otherwise, 
barriers to enacting professional practice are likely to lead to tension and job 
dissatisfaction, and ultimately the loss of quality teachers in this context. 
The study findings reinforce the role of the Centre Director in supporting the 
retention of Early Childhood Teachers in long day, in particular, their leadership styles. 
There is evidence (Rodd, 2007) to suggest that the Centre Director’s actions, decisions, 
interactions and styles affect the beliefs, values, feelings and behaviour of the Early 
Childhood Teacher and are critical in determining the Early Childhood Teacher’s success. 
Much of the literature on leadership in ECEC (Gronn, 2003; Rodd, 2007; Talor, 2005) 
suggests shared or distributed leadership supports team building, particularly within the 
centre-based ECEC context. With a strong emphasis on skill development, this style of 
leadership was shown to support collaboration and sharing of ideas for these Early 
Childhood Teachers. In this study, all Centre Directors used a distributed leadership 
approach that in turn enabled these Early Childhood Teachers to take on leadership roles. 
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The distributed leadership approach seemed to enhance these Early Childhood Teachers’ 
professional identity and sense of job satisfaction. 
Another noteworthy finding relating to centre leadership was the sense of trust 
between directors and Early Childhood Teachers. Sophie illustrated this trust with, know 
a lot of directors hold a lot of rein over how the ECT’s do a lot of things, whereas my 
director fully gives me free rein. The empowering leadership behaviours of Centre 
Directors are found to support the autonomy of the Early Childhood Teachers and 
contribute to professional identity. The importance of trust was seen as an enabler for the 
retention of these participants and supported effective teamwork. Confirming findings 
from the Lorinkova and Perry (2014) study, trust underpins the positive relationship 
between empowering leadership and employee job satisfaction. These Early Childhood 
Teachers seem to be further enabled in their work through the reward and recognition 
provided by the Centre Director, as identified by Molly - the director that I have at the 
moment is very appreciative and recognised why you go above and beyond. Lorinkova 
and Perry (2014) suggest that mistrust or cynicism is associated with frustration and 
disempowerment, adding to the emotional demands of the role. Consequently, the 
building of trusting and collegial relationships, with all educators, and particularly at the 
centre leadership level, is an important finding for keeping Early Childhood Teachers 
working in long day care. 
Finally, prior knowledge and experience and understanding of the long day care 
context was considered an enabler for retention of participants in this study and is an 
important finding for not only recruitment and retention efforts, but also for training 
institutions. As illustrated by Lucy, having a look at different programs, several 
participants identified that the quality of professional experience affected the 
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development of their expertise in working in long day care. The confidence that resulted 
from the experience of working in ECEC prior to school generally, and, in particular, 
long day care, was seen as enhancing the Early Childhood Teacher’s ability to experiment 
with program and practice. Although Collins and Evans (2002) hold the view that career 
development is an individual process, and it is not always bound to work years, the scope 
of experience from the participant sample found that work years in the long day care 
context had a direct impact on these Early Childhood Teachers’ successful transition to 
teaching preschool children in long day care. The participants identified that knowing 
what to expect in long day care, having a realistic expectation as described by Molly, 
supported their transition to the role of Early Childhood Teacher in long day care. 
While the evidence suggests that prior experience supports the Early Childhood 
Teacher’s transition to long day care, the reality is that attracting experienced Early 
Childhood Teachers to long day care remains problematic. Hence, government incentives 
to encourage primary trained teachers to long day care and Diploma qualified ECEC 
educators to complete their Bachelor qualification. For primary trained teachers, this 
generally means little or no prior experience working in ECEC prior to school, or 
specifically in the long day care context.  As Lucy illustrated, I would say my first few 
days working in the centre were pretty chaotic just getting my head around everything.  
Completely different to what I was used to. No prior experience of long day care may 
have implications for retention efforts. This notion raises the question of how to support 
Early Childhood Teachers to transition to long day care with little or no prior experience 
of working in this context. Long day care centres, ECEC organisations and training 
institutions need to consider prior work knowledge and experience as an important factor 
in attracting and retaining Early Childhood Teachers and explore ways to supplement this 
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knowledge and experience for teachers transitioning without prior experience in long day 
care.  
An important related factor was the finding that an understanding of long day care 
as a business supported the retention of these Early Childhood Teachers. That is, 
understanding the link between child enrolments, fees and income, and the resources 
available for children and educators as well as ongoing viability of the business of long 
day care, these participants were better able to argue for appropriate resources and 
support while being cognisant of budget constraints. In the case of the Early Childhood 
Teachers who were already working in long day care, this knowledge and experience 
meant that these Early Childhood Teachers entered into teaching in long day care with 
knowledge of their work context. Whereas, the teachers who moved from schools or 
stand-alone preschools seemed to have initially experienced some difficulty adapting to 
the business of long day care.  
While personal teaching and centre business principles did not always mesh, the 
study found that understanding that long day care is a business supported these Early 
Childhood Teachers to advocate for and, importantly, to market their educational 
programs. Although school and stand-alone preschool contexts find themselves in a 
competitive educational environment, it seems that in long day care, the individual Early 
Childhood Teacher is selling both education and care. Corroborating with Press (1999), 
for the Early Childhood Teacher in long day care, this concept means providing customer 
service to their clients. Press’ (1999) research is still relevant to long day care as they 
continue to sell an education service and a childcare service, children will do better in 
school if they attend a program run by an Early Childhood Teacher, and we will take 
care of your child while you do your work (Knell, 2015). That is, most parents using the 
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long day care service are buying both childcare and education. The evidence suggests 
that, for Early Childhood Teachers to be successful in their work, they need to understand 
the relationship between their education program, supporting parental workforce 
participation, and the business of long day care.  
However, there is a tension here. While understanding the culture and business side 
of long day care is likely to support Early Childhood Teachers’ transition and retention in 
long day care, the study findings also suggest it can be a barrier to improving some 
aspects of the work. For example, these teachers were very conscious of budget 
constraints and appeared to accept some ways of working that challenged their 
professional practice (e.g., a dynamic preschool group, sometimes including younger 
three-year-old children) as part of working in long day care. These constraints have the 
potential to be used as a rationale to support less than optimal professional and 
employment practices. A good example of this is concern raised by some of these 
teachers regarding the volume of paperwork they are required to complete yet seeming 
acceptance that the work context is unable to provide additional time and support for this 
activity. As Lucy identified, I guess as much as we're trying to put the children first we 
still have that expectation of getting all the paperwork done.   
Recognising business awareness as a potential enabler for Early Childhood 
Teachers transitioning to long day care has particular implications for pre-service training 
courses, peak ECEC organisations and employers. For example, professional experience 
in these settings that includes a focus of leadership and management aspects of running a 
centre. In light of the study findings, the relationships and interactions between the Early 
Childhood Teacher and her colleagues, families and the broader community as well as 
centre leadership and support, impacts the professional work and sense of job satisfaction 
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of the Early Childhood Teacher. These socially constructed and dynamic centre-related 
factors impact these Early Childhood Teachers’ sense of belonging and, if successful, 
supports retention. Before shifting focus to the organisation’s influence on attracting and 
retaining teachers in long day care, the next section looks closely at the influence of the 
relationship between the Early Childhood Teacher and their environment. 
The mesosystem 
Pertinent to this study is the influence of relationships between the Early Childhood 
Teacher and their environment (i.e., microsystem). The mesosystem of a long day care 
centre can be seen in the interactions and dynamics between factors within the 
microsystem, for example, relationships between educators, children and families and 
interactions and continuity between the long day care centre and children’s home 
environments. Family hopes and expectations regarding the education and care of their 
children can often create a dynamic that both directly and indirectly impacts the 
atmosphere and operation of the long day care centre. As an example, the fact that some 
families viewed school readiness in terms of narrower academic skills set (e.g., literacy 
and numeracy), provided an opportunity for these participants to promote the benefits of 
play-based teaching and learning. These teachers have responded to a challenge by taking 
the opportunity to communicate their professional views and experience. They are dealing 
with multiple relationships and expectations (e.g., family partnerships and engagement in 
educational program, family recognition, valuing and appreciation). Current policy and 
curriculum, and research into quality practice, also promotes the need for two-way 
communication, shared decision-making and genuine partnerships, all impacting their 
work.  
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The importance of partnerships and continuity between all stakeholders in the 
microsystem is, once again, highlighted as an enabler of Early Childhood Teacher 
retention in long day care. While acknowledging that the relationships within the long day 
centre have direct influence on Early Childhood Teacher retention, the next section turns 
attention to the impact that the ECEC organisation has on attracting and retaining Early 
Childhood Teachers. 
The exosystem: The ECEC organisation 
The structure of the overarching ECEC organisation generally does not directly 
involve the Early Childhood Teacher. In saying that, the influence of the ECEC 
organisation on many of the motivators and job satisfaction levers identified in this study 
will affect the Early Childhood Teacher’s work with children. In the context of this study, 
the overarching ECEC (employer) organisation represents the exosystem in 
Bronfenbrenner’s model. 
According to the Australian Bureau of Statistics (ABS), in 2014, there were 8,989 
service providers delivering a preschool program in Australia. Of these service providers, 
4,280 (47.6%) were a preschool (either stand-alone or as part of a school), and 4,709 
(52.4%) were long day care service providers.  Around 83% of long day care services are 
now operated by a larger auspice. Some of these operate as corporate for-profit 
businesses; a significant portion are not-for-profit operators (e.g., social enterprises, 
church and/or community-based organisations). A shared focus of the larger ECEC 
organisation is on business development and management, with differences in investment 
of profits (e.g., profits to business owners/shareholders or profits reinvested in business) 
(Department of Education, 2013). In this study, all of the centres were auspiced by a 
larger not-for-profit ECEC organisation. It is important to note that the study was 
undertaken at a particular point in time in the history of the ECEC organisation. Of 
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relevance to this study, data collection coincided with the beginning of a significant 
program of work to increase workforce capability; and, a strategic focus on upgrading 
educator qualifications and supporting and retaining Early Childhood Teachers. 
The study highlights the influence of a supportive employer on the retention of 
Early Childhood Teachers in long day care. Findings indicated that RCK Early Education 
Centres has become an employer of choice for working in long day care for these Early 
Childhood Teachers. It is most likely that these participants would seek work elsewhere if 
they were not content with their employing organisation, as evidenced by Bella leaving a 
previous centre because it was disrespectful, chaotic, absolutely chaotic. However, these 
Early Childhood Teachers indicated their appreciation for the support RCK Early 
Education Centres provides… if I had to be in day-care I would choose the organisation I 
work for (Bella). Supporting Linn’s (2014) research, it seems that organisations may find 
that being a first-choice brand is a valuable asset. As work context and work culture are 
seen as drivers for these Early Childhood Teachers’ retention in long day care, being an 
employer of choice has the potential to attract and retain Early Childhood Teachers in 
long day care. 
RCK Early Education Centres is investing in their Early Childhood Teachers 
through mentoring programs, professional development opportunities, incentives and 
leadership opportunities. Figure 11 provides an overview of practical programs and 
strategies used by the ECEC organisation to support its ECTs. Complementing 
Bronfenbrenner’s (1979) model, organisational commitment is strongly related to 
motivation. The employer organisation is demonstrating a visible and tangible 
commitment to supporting their Early Childhood Teachers and, this in turn, strengthens 
the Early Childhood Teacher’s commitment to the organisation. 
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Figure 11. Organisation commitment related to motivation 
 
Mentoring and coaching to support new teachers in the long day care context was 
recognised in the study as supporting the transition and retention of Early Childhood 
Teachers in long day care. Most participants in this study were part of a mentoring 
program to support newly qualified Early Childhood Teachers, and also teachers who 
were new to the work context of long day care. Bozeman and Feeney (2007) argue that 
mentoring plays a key role in supporting beginning teachers to develop their practice and 
Mentoring program 
•Mentoring new graduate early 
childhood teachers 
•Mentoring early childhood 
teachers without prior ECEC 
experience 
Professional development 
•Networking meetings 
•In-service professional 
development 
•Financial assistance to attend 
ECEC conferences and 
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Incentives 
•Negotiated contracts 
•Bonus for 12 months of service 
•Additional programing time 
Leadership opportunities 
•Mentors 
•Presenting professional 
development 
•Reward and recognition 
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in doing so develop their professional identity. The reciprocal professional relationship of 
mentoring provides opportunities for both beginning and experienced teachers to gain 
fresh perspectives. Mentoring was found to build Early Childhood Teachers’ professional 
knowledge and skills while keeping them up to date and well equipped for their work. For 
the mentor, there is a sense of satisfaction from helping others, an opportunity for more 
experienced Early Childhood Teachers to feel valued and to exercise leadership within 
the centre, as explained by Lucy, think RCK's really tapping into the ECTs and their 
abilities and their knowledge and providing us with all the things that they care and to be 
able to keep us. While the critics of peer mentoring, such as Budge (2006), argue that 
little is known about the nature of relationships and consistency of peer mentoring, these 
Early Childhood Teachers agreed that peer mentoring seemed to support Early Childhood 
Teachers new to long day care to adapt to the unique culture and context, and to build a 
sense of belonging within their centre.  
RCK Early Education Centres provided a range of other professional development 
opportunities that were noted often and clearly appreciated by the study participants. 
Lucy illustrates, Bumping up your knowledge and everything…They do the professional 
practice and everything really well. It is clear that the employer’s efforts to prepare these 
participants for successful teaching in long day care and then to develop and strengthen 
their professional practice have supported their retention. The participants have 
highlighted the employer’s efforts in providing opportunities, having resources available, 
understanding the process of teaching in long day care, setting clear expectations and 
offering networking opportunities.  The overall picture is an employer who is planned and 
purposeful in setting these participants up for a successful transition into long day care.  
______________________________________________________________________________________
Chapter 5: Discussion                                                                                                             171  
These findings on professional development corroborate the research of Siraj-
Blatchford and Manni (2007) showing the impact effective professional development and 
support within the workplace has on the quality of programs and services for young 
children and their families and thereby teacher job satisfaction. Specifically, teachers who 
are new to the culture of long day care welcomed the professional and personal support 
from the organisation to help them be successful in their roles, which in turn had a 
positive impact on their decision to make teaching in long day care a long-term career. 
That's been really beneficial and RCK Early Education Centres has provided numerous 
professional learning days which are great. (Lucy). These professional development 
opportunities included conferences, Early Childhood Teacher shared learning days, 
Educational Leader meetings, and mentoring. The organisation’s commitment to ongoing 
professional development and making sure their Early Childhood Teachers stay up-to-
date with evidence-based practices was found to play an important part in supporting the 
retention of the participants in this study. 
While wages and conditions are influenced by broader political, social and cultural 
contexts, Diamond and Powell (2011) maintains that the organisation plays an important 
role in facilitating conducive working conditions. In this case study, the organisation was 
providing above award wages and some additional professional benefits, for example, 
extra non-contact time for the Early Childhood Teachers to undertake end of year 
assessment and reporting. As Sophie illustrated, I also get transition times at the end of 
each year. I think I get two days and one hour and a third day of transition time. While 
increased salaries would most likely reduce Early Childhood Teacher turnover rates and 
attract more Early Childhood Teachers into long day care, providing non-financial 
support and incentives for practitioners clearly improves Early Childhood Teacher 
retention. This idea has implications for ECEC organisations and other employers; the 
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literature (Boyd, 2013; United Voice, 2013; Waniganayake et al., 2008) suggests giving 
financial and non-financial incentives to keep exceptional Early Childhood Teachers may 
support their retention in long day care.  
The benefits of prior knowledge and experience in this work context also support 
the efficacy of ECEC organisations “growing their own” Early Childhood Teachers 
within long day care. Sophie and Zoe identified that they worked in long day care while 
studying towards their early childhood teaching qualification. Zoe revealed she could not 
afford to complete the fourth year of her Bachelor degree due to the additional expense of 
taking leave without pay to complete the practical component of the course until she was 
offered a scholarship. Corroborating with Holochwost and colleagues (2009), 
organisations are likely to benefit by encouraging and supporting current Diploma and 
Advanced Diploma educators to gain their Bachelor qualification to become an Early 
Childhood Teacher in their centre. This support may include the provision of scholarships 
and internships, as well as strengthening the links between in-service training, formal 
qualifications and career progression. Although, the Queensland Government has offered 
scholarships to address the shortage of Early Childhood Teachers, it recognises more 
work is needed in upskilling its ECEC workforce to meet Early Childhood Teacher 
qualification requirements (DET, 2014).  
One of the incentives of the recently released Workforce Action Plan 2016-2019 
(DET, 2015c) is the Growing Our Own project. Diploma and Advanced Diploma 
qualified educators in rural and remote services will also have the opportunity to apply for 
new Early Childhood Teaching Scholarships. The ECEC organisation providing financial 
support to current employees adds to the range of government initiatives already in place 
to support the attraction and retention of Early Childhood Teachers to long day care 
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(SCSEEC, 2012). The failure of ECEC organisations and services to encourage and 
support growing their own employees (e.g., financial assistance, study leave) is likely to 
lead to further educator attrition and cost more over time (Heckman, 2011, Ishimine, 
Tayler, & Bennett, 2010; Moss, 2007). Conversely, those that support their staff to pursue 
qualification and career pathways are more likely to become employers of choice and to 
attract and retain qualified educators, including Early Childhood Teachers. 
The study also underscores the role of ECEC organisations in communicating a 
positive work culture and creating an exciting work context to attract and retain Early 
Childhood Teachers in long day care. It was found that RCK Early Education Centres 
have been instrumental in developing leadership roles for these Early Childhood 
Teachers. As explained previously, the opportunity to exercise pedagogical leadership 
was found to support the attraction and retention of Early Childhood Teachers in long day 
care. On one hand, the Early Childhood Teacher mentoring program is one area where 
this organisation is putting their exceptional Early Childhood Teachers into the spotlight 
and providing the opportunity for pedagogical leadership within a broader context. On the 
other hand, the study highlights the tension created by recent policy changes, most 
notably the introduction of Early Childhood Teachers to lead the preschool program in 
long day care and the need for proactive approaches to build trusting and respectful 
relationships between all centre colleagues. In turn, this concept may support 
professionalising the field of ECEC making it more attractive for Early Childhood 
Teachers. The next section shifts focus to the ECEC profession and the factors supporting 
attraction and retention of Early Childhood Teachers in long day care. 
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The Macrosystem - The ECEC Profession 
In Australia, the provision of ECEC services is shaped and influenced by a range of 
external factors. For example, government plays a significant role in setting policy levers 
that require ECEC services to behave in particular ways (Irvine & Farrell, 2013). In this 
study, applying Bronfenbrenner’s model, the profession of ECEC is portrayed as the 
macrosystem of long day care. It includes the public policy context (i.e., legislation, 
regulations, quality standards, curriculum and funding mechanisms), the industrial 
context (i.e., wages and conditions), and other factors such as community status. While 
seemingly removed from day-to-day teaching, the interrelationship and interaction 
between these factors have a profound influence on all aspects of the Early Childhood 
Teachers’ work in long day care. In this final section, the study identifies and 
acknowledges the impact of policy and funding, along with other factors, on Early 
Childhood Teachers’ wages and conditions in long day care. 
The study identifies interaction between a number of individual and environmental 
factors that support or impede the retention of Early Childhood Teachers in long day care. 
However, wages and working conditions, in particular, lack of parity with Early 
Childhood Teachers working in other early education contexts, was identified as the most 
pressing issue for these Early Childhood Teachers and the most likely reason for them to 
leave long day care. While centres and employing organisations determine wages and 
conditions for their employees, these are based on broader legislation, funding 
arrangements and industrial awards which sit within the ECEC macrosystem. Linking to 
teacher motivation to work in this context, the study highlights the connection between 
job satisfaction, working conditions and the Early Childhood Teacher’s capacity to 
provide a safe, healthy and quality learning environment for children.  
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While research on the effects of working conditions on child development is 
not extensive, Huntsman (2008) found that low wages can affect the ways in which 
educators interact with children, and were related to high turnover rates. Low wages 
has the potential to create tension in terms of these Early Childhood Teachers’ passion 
for their work, ability to provide quality educational programs and, thereby, sense of 
professional satisfaction in their work. As noted previously, a sense of underpayment 
and undervaluing may also lead teachers to set limitations on what they are prepared 
to do or to leave the long day care work context. Some participants in this study were 
able to negotiate their contracts enabling them to receive above award pay and/or 
working conditions. The literature (Boyd, 2013; United Voice, 2013; Waniganayake 
et al., 2008) and common sense supports the need for improved wages and conditions 
to address current problems relating to the attraction and retention of Early Childhood 
Teachers in long day care. 
Currently, Early Childhood Teachers are attracted to long day care because 
that is where the jobs are. However, job availability is likely to be a short term fix for 
teacher shortages. Given the combined findings that long day care was not the first 
choice of context for most of these teachers, and their concerns about parity of wages 
and conditions, it may be expected that many Early Childhood Teachers will seek to 
leave long day care when positions become available in other education services (e.g., 
kindergartens, preschools, schools), But it would be nice to reach a situation where if I 
was offered what was in the school I wouldn’t move (Bella). The study identified prior 
experience and understanding of the business and culture of long day care as enabling 
the retention of Early Childhood Teachers in long day care. However, even with this 
understanding, the impact of current award wages and conditions and lack of parity 
with colleagues doing similar work in other ECEC settings, is seen as the most likely 
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reason for these teachers to leave long day care, in spite of their passion for their 
work.  
Although wages and conditions remains a critical issue that needs to be resolved, 
workload and conditions are influenced at a range of levels, including within the centre 
(microsystem) and ECEC organisation (exosystem). While acknowledging that other 
levels play a role here too, it is a complex issue that could be manipulated to support the 
attraction and retention of Early Childhood Teachers in long day care. As an example, 
some centres are able to pay Early Childhood Teachers above award wages through 
managing their centre budget effectively. However, this issue could be alleviated by 
government considering different ways of funding long day care (e.g., subsidising the 
wage of qualified teachers delivering the preschool program) and/or simply increasing 
funding. 
This study also identified other influential factors located outside of the centre 
context (i.e., within the macrosystem). These include the impact of long hours and the 
physically and emotionally demanding nature of the work. Heavy workloads, including 
the number of contact hours with children, are potential stressors for Early Childhood 
Teachers, regardless of the education setting. All participants agreed the general working 
conditions and community status of the work in long day care did not reflect the high 
value and demanding nature of the work of the Early Childhood Teacher in this context. 
As discussed in Chapter 2, Early Childhood Teachers in long day care are covered by a 
different award to colleagues in other education contexts. They work longer contact 
hours, have less non-contact time and recreational leave when compared to Early 
Childhood Teachers delivering the same preschool program in stand-alone preschools or 
colleagues in the early phase of school. The Early Childhood Teacher schedule, including 
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out of hours work such as attending staff meetings, community networking meetings and 
additional planning and programming add to this workload. Although these schedules are 
similar to colleagues teaching in stand-alone preschools and the school sector, the fact 
remains that Early Childhood Teachers working in long day care are working with 
children for a longer period each day and have less paid non-contact time to fulfill these 
multiple roles. 
Working conditions in long day care are shaped by ECEC legislation and 
regulations, and differences in related policy and funding. Research undertaken by De 
Schipper and colleagues shows the effects of workload on ECEC quality, indicating that 
Early Childhood Teachers with a heavy workload perform less well than colleagues with 
lighter schedules (De Schipper, Riksen-Walraven, & Geurts, 2007). Findings suggest that 
if the working conditions of long day care equated to Early Childhood Teachers working 
in the stand-alone preschool context, these participants would be content to remain 
teaching in long day care even without pay parity. In other words, these findings suggest 
that teachers working in long day care are often passionate about working with preschool 
children, but a passion for teaching is not enough to keep them working in long day care. 
Early Childhood Teachers working in long day care need recognition and appropriate 
recompense for professional work in line with colleagues undertaking similar work in 
similar education contexts.  
The volume of administrative paperwork and curriculum documentation, linked to 
funding accountability and quality assurance, was also identified as a tension in the 
workplace, primarily in relation to the amount of time allocated to fulfill this aspect of 
their work. While there was some concern about the nature and volume of paperwork, 
most participants recognised the need for some documentation (e.g. curriculum 
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documentation). The problem is balancing this with the time made available. Similar to 
Fenech (2006) and Goodfellow (2003), this study found that participants experienced 
problems keeping up with the demands of increasing levels of accountability within 
allocated non-contact time as Lucy illustrated, It's the timing to get that paperwork done 
… we're in our rooms for pretty much our whole shift. Children’s irregular attendance 
patterns also mean that Early Childhood Teachers in long day care are responsible for 
many more children than Early Childhood Teachers in stand-alone preschools and 
primary schools. Even though some centres and ECEC organisations are working on this 
by providing Early Childhood teachers with additional non-contact time (e.g., for 
completion of transition statement), this issue should be underpinned by enhanced award 
provisions to ensure all Early Childhood Teachers have the time to complete their 
professional work. 
These findings raise the need for changes to award provisions, including additional 
non-contact time for Early Childhood Teachers working in long day care. Early 
Childhood Teachers in any education setting need sufficient time and energy to fulfill 
their multiple roles, as defined in current regulations and quality standards. Furthermore, 
they need time to critically reflect on their teaching and children’s learning and 
development to inform planning and documentation of learning. The participants noted 
that time for them to plan, document, analyse and reflect, individually and collectively, on 
their work with children is seen to improve quality. Lucy illustrated, I feel at the moment, 
me, some days and the staff in our centre are doing half an effort because trying to get it 
done while they've got the children. Reflecting on the working conditions of colleagues in 
other education settings, all participants also expressed the desire for more leave during 
the year, as Sophie suggested; More holidays would be nice, … it's a long year otherwise, 
and if you could break it up a little bit more. It is noted that one of the incentive programs 
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provided by RCK Early Education Centres is the opportunity for educators to purchase 
additional leave. However, this additional leave comes at a personal cost and does not 
address concerns about parity with other teaching colleagues. In view of recent interest 
and research looking at teacher wellbeing (Earp, 2015) and ways to support this concept, 
there is a need for further exploration of these issues. This support includes ways to 
reduce teacher stress and burnout in long day care by providing reasonable time, 
resources and support to fulfill this important role and stay healthy while doing it.  
Another factor that emerged for these Early Childhood Teachers as a challenge in 
terms of job satisfaction, and thereby teacher retention, was the dynamic nature of the 
preschool group in long day care. In Queensland, approved preschool programs are 
designed to meet government guidelines to support children's participation in quality 
early childhood education and are required to comply with national regulations and 
quality standards. Group size, adult to child ratios and a stable group of children have 
long been seen as key structural factors supporting the provision of a quality preschool 
program (Sylva et al., 2010). While there is consistency across preschool education 
settings in relation to the first two factors, Early Childhood Teachers working in long day 
care do not work with a stable group of children. Preschool is not compulsory. 
Furthermore, parents decide on the timing and dosage of their child’s participation. While 
stand-alone preschools maintain set program hours, generally linked to the school year, 
there is greater fluidity in the provision of preschool programs within long day care. This 
fluidity is due to the dual role that long day care plays in promoting early learning and 
supporting parental workforce participation. In this study, the changing dynamics of the 
preschool group in long day care was found to be a source of frustration for the Early 
Childhood Teachers.  
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A key issue was the movement of younger children into the preschool room (i.e., 
the inclusion of three-year-olds in the preschool program and/or adhoc transitioning of 
younger children into the preschool room to optimise adult to child ratios across the 
centres). Participants understood this was a business decision but it remains a challenge to 
their teaching practice. While there is currently limited literature exploring the impact of 
changing group dynamics on the quality of the preschool program, practice wisdom 
would suggest that this creates additional challenges for the Early Childhood Teacher. 
These challenges may include building attachments with all children, supporting the 
development of peer friendships and interactions in a changing learning environment, 
continuity of curriculum, and the need for a broader (e.g., multi-age) curriculum catering 
for younger children as well as the preschool age group. The impact of changing group 
dynamics on the quality of the preschool program is an area that demands future research. 
Participants also claimed that there were times when they were in a room with up 
to 24 children on their own. Research suggests the quality of the classroom environment 
is found to improve with every additional adult in the room (OECD, 2012). When 
educators work together in a classroom, this provides opportunities for supervision, 
consultation and discussion on work challenges (Goelman, Forer, Doherty, Lero, & 
LaGrange, 2006). These changing dynamics place pressure on Early Childhood Teachers 
and participants identified that it directly impacts on the quality of their program. 
Compared to a stand-alone preschool room, where there are always two educators 
(usually the same Early Childhood Teacher and educator) and the same group of children, 
these differences present increased challenge for the Early Childhood Teacher. 
Participants identified that it is not only the educator-child ratio but also the number of 
educators in a classroom that impacts program quality and job satisfaction.  
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Group size and educator-child ratio are identified as important quality factors in 
facilitating good working conditions (OECD, 2012). However, increasing educator-child 
ratios and reducing group size is expensive. For example, the literature on educator-child 
ratios indicates that reducing the average educator to child ratio from 15 to 10 requires a 
50% increase in the number of teachers in a centre and, consequently, total teacher 
salaries paid. Also, there is little research on exactly which group sizes or educator to 
child ratios are most favourable for improved child outcomes (Chetty et al., 2011). 
However, there is general consensus that reasonable group size and adult to child ratios 
have an effect on process quality (OECD, 2012), for example, supporting educator-child 
relationships and educator-parent communication. Clearly, enhanced work environments 
and conditions will enhance job satisfaction, and, thereby, support teacher retention. 
As noted previously, being recognised as a ‘real teacher’ by families and the 
broader community was identified as another challenge by some of these participants. 
Professionalising the field of ECEC and making long day care a more attractive work 
context for Early Childhood Teachers is a way to support teacher retention. The 
community status of teachers in long day care, and the impact of this on their professional 
status and sense of professional identity, is being supported by government funded social 
awareness campaigns. Campaigns, such as “Kindy Counts” (DET, 2015c) and “Inspire 
the Future” (DET, 2015b), aim to promote the value of a preschool program and the 
professional work of educators across ECEC settings including long day care. In view of 
the study findings, these campaigns are important and clearly there is a need for more 
work to be done done in promoting and professionalising Early Childhood Teachers in 
long day care.   
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Another area of concern for professionalising ECEC at present is the push-down 
curriculum and increased expectation that Early Childhood Teachers in prior to school 
contexts will teach more academic skills to get children ‘ready’ for school. This concern 
is clearly a threat to those Early Childhood Teachers who are committed to play-based 
teaching and learning  and could result in increased stress and work dissatisfaction. With 
ECEC continuing to promote play-based learning and teaching in response to a 
phenomenon dubbed ‘pushed-down’ curriculum, potential issues may arise when teachers 
who believe that play-based learning lacks structure find employment in long day care. 
These teachers may be influenced by the pushed-down curriculum resulting in two 
possible outcomes – lots of free play with little teacher input or the desire to overly 
structure learning (push-down). Once again, this concern leaves ECEC with the potential 
of becoming vulnerable to the push-down curriculum especially as primary trained 
teachers, who do not hold early childhood qualifications and may not necessarily have 
experience working with young children, take up vacant positions. Also, the pressure on 
teachers in the school context could lead to some entering prior to school settings for the 
wrong reasons. The increased academic expectations and demands on both children and 
teachers within the school context could lead to some teachers looking at play-based 
curriculum as a less structured and perhaps less demanding work context. Where, in fact, 
research indicates it is equally demanding but in a different way. Elkind’s (2007) study 
concluded that play-based learning is more demanding than structured teaching requiring 
more input, time and energy to develop individualised programs. For example, Bella 
reminds us, you have no one saying it's Tuesday you should be on page 9. The pressure to 
adhere to more formalised, skills-based approaches, and the notion of an unstructured 
curriculum could attract teachers who are the wrong person in the role. The reality of this 
phenomenon may bring about tension and reduce job satisfaction within long day care 
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centres as centre leadership team’s pedagogical understandings and ECEC curriculum 
frameworks collide with formalised, skilled based approaches. This collision, in turn, has 
the potential to lead to teachers leaving long day care.  
There is a need for research to explore what attracts and retains Early Childhood 
Teachers in long day care, hence the need for this study. While government policies 
aimed to increase the supply of Early Childhood Teachers in ECEC, the problem of Early 
Childhood Teacher shortages, turnover and skill loss remains. Efforts at all levels to 
promote teaching in long day care will be improved by valuing the work of the Early 
Childhood Teacher in this education context. Teaching in long day care needs to be 
promoted as a rewarding, challenging and important career with clear pathways for 
progression and recognition. While this study has identified a range of factors that 
influence the work and satisfaction of Early Childhood Teachers in long day care, 
improvement to wages and conditions to achieve parity with colleagues in other education 
settings remains paramount. 
Implications 
 Applying a social constructivist lens, it is important to recognise the timing and 
context of this study. The study was undertaken during a period of significant and 
ongoing national reform, which commenced in 2009 and saw significant changes in 
regulations and quality standards take effect from 2012. Reflecting similar policy goals in 
other OECD countries, a key focus of this reform was to increase access to higher quality 
ECEC services to ensure the greatest impact on children’s learning outcomes and 
successful transition to formal school. Amongst these reforms, was the requirement for 
four-year university degree qualified Early Childhood Teachers to be employed to 
provide 15 hours of a preschool program for children in the year prior to school entry. 
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The identified enablers and challenges relate specifically to the present time and the 
related political, social and economic context of ECEC in Queensland Australia. 
The enablers and challenges faced by Early Childhood Teachers working in long 
day care are interactive, dynamic and context-bound. They emphasise the interaction 
between intrinsic (individual) and extrinsic (environment) factors on teacher retention in 
long day care. Reflecting on the influence of key factors at different levels within the long 
day care ecosystem, these are the levers that need to be considered and manipulated to 
strengthen retention:-   
a) The immediate environment of the long day care centre can support the 
development of the Early Childhood Teacher. A smooth transition, that includes 
a collaborative team approach and supportive centre leadership, will support the 
Early Childhood Teacher’s sense of belonging. 
b) The relationships with families and the local community can be influenced by 
valuing and professionalising the role of the Early Childhood Teacher in long 
day care. 
c) The day-to-day operation of each long day care centre plays its role in attracting 
and retaining Early Childhood Teachers through being recognised as an 
employer of choice, mentoring programs, rewards and recognition, incentives 
and professional development. 
d) The Australian Government indirectly plays a significant role in retaining 
teachers in long day, through regulation, quality assurance and funding parent 
subsidies to support access to their programs. Professionalising the field and 
supporting parity of wages and conditions in long day care will support broader 
______________________________________________________________________________________
Chapter 5: Discussion                                                                                                             185  
societal views about ECEC and the work of educators and teachers in these 
services. 
There is no recipe. Clearly improvement in wages and conditions is likely to work 
for all. So too some other factors. However, the combination of enablers is likely to be 
different depending on the individual, their centre, the employing organisation and the 
broader political, social and cultural context in which ECEC is situated. 
Chapter summary 
This chapter discussed the main findings that emerged from Early Childhood 
Teachers’ views on what keeps them working in long day care and why they may leave. 
Bronfenbrenner’s (1979) Ecological Systems model was used as a framework to discuss 
the findings in relation to the existing literature and in light of their contributions to wider 
national and international research reasons for working in long day care. Chapter 6, the 
final chapter, presents further considerations and possibilities for future research and 
policy work. 
 
  
______________________________________________________________________________________
Chapter 6: Conclusion                                                                                                                             186  
Chapter 6:  Conclusion 
Introduction 
 Of the current Australian ECEC reforms, attracting and retaining qualified 
teachers is arguably the most critical to providing a preschool education program for 
children in the year prior to school entry. A professional and skilled Early Childhood 
Teacher workforce is expected to have long term benefits for children’s successful 
transition to school, and life. On the contrary, continued Early Childhood Teacher 
turnover has been shown to limit optimal outcomes for children, families and the nation 
(United Voice, 2011). 
Against this backcloth, the current study set out to investigate the factors that 
support the retention of Early Childhood Teachers in long day care. Seeking the views 
and experiences of Early Childhood Teachers who are currently working in long day care, 
the study sought to contribute new insights and deeper understandings of the work of 
teachers in long day care, including enablers and challenges impacting on teacher 
retention within this work context. The study was guided by the research question, What 
keeps Australian Early Childhood Teachers working in long day care? It asked the 
questions: 
• What attracted these Early Childhood Teachers to long day care? 
• What supports the transition to long day care? 
• What helps to retain these Early Childhood Teachers in long day care? 
• Why may these Early Childhood Teachers leave long day care?    
This concluding chapter provides a summation of key findings and implications 
for policy and practice. Acknowledging the point in time context of this research, and 
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continuing policy developments and organisational responses to development of the 
ECEC workforce, it includes some ideas regarding practical approaches and strategies to 
strengthen retention of Early Childhood Teachers in long day care. It revisits the 
theoretical and methodological significance of the study before turning attention to 
priorities for future research.  
Findings 
 The study identified a suite of dynamic, interacting factors that were seen to 
support or impede the retention of Early Childhood Teachers, with enablers and 
challenges calibrated to the individual Early Childhood Teacher, their centre and 
overarching ECEC organisation, and extending to the broader ECEC profession. This 
section synthesises the findings around the four sub-questions: a) What attracted these 
Early Childhood Teachers to long day care; b) What supports the transition to long day 
care; c) What helps to retain these Early Childhood Teachers in long day care; and d) 
Why may these Early Childhood Teachers leave long day care?   
What attracted these Early Childhood Teachers to long day care? 
Identifying what initially attracted these participants to work in a long day care 
centre, three findings emerged: a) job security/lack of alternative employment; b) 
passion for teaching generally and the preschool age group specifically; and c) 
opportunities for pedagogical leadership. While recognising connections between 
findings, these are condensed here as individual findings.  
Job security/lack of alternative employment. Securing a teaching position 
attracted most Early Childhood Teachers in this study to work in long day care. Each 
participant’s attraction to long day care was their career choice for teaching in general. 
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However, the challenge of finding teaching positions in local schools led them to look at 
long day care as a potential work context as long day care is currently where the jobs are. 
Passion for teaching generally and for preschool age group specifically. All 
participants enjoyed being with children. They wanted to make a positive difference and 
to set children up for success in school and life. Their passion for teaching the preschool 
age group attracted them to work in long day care and helped to keep them working in 
long day care. 
Opportunities for pedagogical leadership. These Early Childhood Teachers 
demonstrated a strong commitment to play-based teaching and learning, and clearly 
enjoyed the freedom afforded by current ECEC curricula (i.e., EYLF, QKLG) and 
opportunity to exercise professional judgement and pedagogical leadership in their work 
with children, families and colleagues. This extended to pedagogical leadership 
opportunities across the centre and the role these Early Childhood Teachers played in 
mentoring and supporting the professional growth of other educators. The participants’ 
compared their additional leadership roles within their centres with their colleagues in the 
school sector and saw pedagogical leadership as an opportunity for personal challenge 
and growth which enhanced their job satisfaction.  
What supports the transition to long day care? 
Turning now to the Early Childhood Teacher’s transition into long day care, 
findings identified: a) prior knowledge and experience; and b) understanding the business 
and culture of long day care supported these participants transition into a long day care 
centre. 
______________________________________________________________________________________
Chapter 6: Conclusion                                                                                                                             189  
Prior knowledge and experience. Professional experience in long day care 
supported the transition to teaching in long day care, and is likely to support the retention 
of Early Childhood Teachers in long day care. The nature and duration of this experience 
had a direct impact on their transition into teaching in long day care; teachers who had 
worked in long day care in other roles understood the unique culture and context of this 
education setting. In the same way, the value of professional experience in long day care 
is highlighted as a support for Early Childhood Teachers’ transition into long day care.  
Understanding the business and culture of long day care. Linked to prior 
professional experience, understanding that long day care is a business supported these 
teachers to transition into long day care. These participants’ identified that the business 
operation of long day care did sometimes bring about tension in working in long day care 
(e.g., tension between paying increased wages and remaining a viable business). 
However, understanding that the business needs to be viable to remain in operation 
enabled these teachers to work successfully in this context and supported their retention. 
What helps to retain these Early Childhood Teachers in long day care? 
This next section finds: a) personal and professional qualities; b) strong sense 
of professional identity; c) collegial relationships; and d) centre and organisational 
leadership and support helped to retain these Early Childhood Teachers in long day 
care. 
Personal and professional qualities. Passion dominated the findings as 
participants described their commitment to teaching in ECEC. These teachers shared 
similar views on the qualities needed to work as an Early Childhood Teacher in long day 
care. Although many of these personal and professional qualities have been identified in 
other research, and are relevant to the broader profession, the findings here relate to the 
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work of Early Childhood Teachers working in long day care.  Of particular interest was 
emphasis on the need for flexibility, adaptability and endurance to teach in long day care. 
Strong sense of professional identity. There was an association between 
professional identity and retention, with a strong professional identity helping to retain 
Early Childhood Teachers in long day care. Of interest, and perhaps concern, how these 
participants viewed themselves as Early Childhood Teachers working within long day 
care appears to link back to the historical divide between what has been seen as care and 
education. Findings suggest that teachers who worked in more traditional education 
contexts (e.g., school) prior to working in long day care had a stronger professional 
identity than those without experience of these settings. This influenced how these Early 
Childhood Teachers viewed and experienced their role in long day care.  
Collegial relationships. Supportive colleagues and family and community 
connections helped to retain these Early Childhood Teachers in long day care. The 
expectation that Early Childhood Teachers will build relationships and work in 
partnership with families and other community stakeholders was identified as a 
rewarding and positive aspect of their role. However, finding ways to engage 
effectively with families and the community, and the time in which to do it, was 
identified as particularly challenging in the long day care context. While strong and 
trusting educator relationships and good team work supported retention, mistrust and 
lack of connections worked against retention. The importance of collegial 
relationships and the skills of the Early Childhood Teacher in building these 
relationships (e.g., communication and a willingness and ability to problem-solve and 
negotiate) are key factors supporting the retention of Early Childhood Teachers in 
long day care.  
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Centre and organisational leadership and support. Findings identified that the 
leadership style of the Centre Director was also important in supporting Early Childhood 
Teacher transition and retention in long day care, with preference for distributed 
leadership approaches and support for teacher autonomy. Linking to this, professional 
development and recognition and reward for service provided by the ECEC centre and/or 
organisation contributed to the Early Childhood Teacher’s professional growth, capacity 
to exercise professional judgement and pedagogical leadership. This investment was also 
seen as a form of valuing the Early Childhood Teacher, supporting professional 
recognition and a sense of belonging within the larger organisation, and thereby 
contributing to teacher retention.  
Why may these Early Childhood Teachers leave long day care?    
This final section finds: a) wages and conditions; and b) demands of the long day 
care context are areas of challenge and are reasons for Early Childhood Teachers to leave 
teaching in long day care.  
Wages and conditions. At present, most Early Childhood Teachers are 
attracted to long day care because that is where the jobs are. The impact of current 
award wages and conditions, and lack of parity with colleagues doing similar work in 
other ECEC settings (e.g. kindergartens, preschools, schools), was seen as the most 
likely reason for these teachers to leave long day care. While the study identified a 
range of potential levers to strengthen retention, improved wages and conditions, 
comparable to those of colleagues working in other areas of education, was identified 
as key to attracting and retaining teachers in long day care.  
Demands of the long day care context. Longer work hours, increasing 
professional expectations, in particular educational documentation, more staff with 
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diverse qualifications and the changing daily dynamics of long day care were identified as 
challenges for these Early Childhood Teachers. Compared with colleagues in the school 
sector, participants identified that working in long day care was hard work (i.e., longer 
days, longer year) and looking after their own health and well-being was necessary. These 
teachers seemed to struggle with the allocated non-contact time and the amount of 
documentation that is required. In addition, they work with a range of educators with 
differing qualifications, knowledge, skills, values and beliefs in a context that promotes 
professional collaboration and continuity in education and care. Finally, they often need 
to work with a dynamic rather than stable preschool group, that may include younger 
children. When combined, the demands of teaching in long day care may be a reason for 
teachers leaving. 
Implications for policy and practice 
Taking a practical viewpoint, the study makes clear that there is no single factor 
impeding the attraction and retention of teachers in long day care. Rather, the study has 
revealed multiple factors that either enable or challenge Early Childhood Teacher 
retention in long day care and these operate at different levels of the long day care 
ecosystem. This means that those with an interest in ECEC workforce development (i.e., 
centres, organisations and government) need to consider the long day care ecosystem, as a 
whole, and coordinate efforts across the levels of the ecosystem to ensure effective and 
complementary initiatives and strategies. There are many possibilities in terms of learning 
from what is currently working well to support the transition and retention of Early 
Childhood Teachers in long day care. Yet, the question remains as to how key 
stakeholders work together well to leverage these and design and implement other 
strategies to support attraction and retention. A shared purpose, co-ordination and shared 
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accountability is essential to avoid strategies at one level working against strategies at 
another level; for example, government providing more funding to centres to support 
retention initiatives, while an organisation and/or service continues to optimise profit by 
cutting costs through less than optimal practices (e.g., the daily transition of children 
across different rooms).  
To begin, there is no common base line. Individual centres will have different 
approaches to attract Early Childhood Teachers, to support their transition to the centre 
and to recognise, reward and support their work. Multiple factors operating at multiple 
levels enable and challenge teachers. It must also be emphasised that the Early Childhood 
Teacher is active in this process. A range of individual factors including qualifications 
and experience, professional strengths and areas for further development, sense of 
professional identity and commitment to ongoing learning contributes to the success of 
teaching in long day care. 
At the micro and exo system levels, centres and, where relevant, ECEC 
organisations have a number of levers that they can manipulate to support the Early 
Childhood Teacher to fulfil their role well and thereby enjoy their work in long day care. 
This includes, but is not limited to: 
• Ensuring employment contracts provide the job security that Early Childhood 
Teachers are seeking (i.e., permanent rather than casual employment). 
• During recruitment efforts, the Early Childhood Teachers’ professional and 
personal qualities and sense of professional identity are considered alongside 
the right person for the right role. 
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• Investing time and thought to support successful transition to the long day care 
context, particularly where teachers have not worked previously in this 
context. 
• Exploring ways to promote and support pedagogical leadership opportunities, 
professional growth and teacher autonomy.  
• Considering incentives to support existing Diploma and Advanced Diploma 
educators to attain their Bachelor qualification (i.e. growing your own Early 
Childhood Teachers). 
At the macro level, Higher Education institutions need to think about their role in 
addressing relevant factors (e.g., prior knowledge and experience; the professional 
identity of Early Childhood Teachers across education contexts). Governments and the 
broader profession need to explore ways to promote and support the educational 
contribution of those working in long day care, and the professional status and identity of 
Early Childhood Teachers across education settings. 
All of these factors are important and interact to enhance job satisfaction and 
support retention. BUT, as this study has found, until there is improved professional 
recognition and, accompanying this, improved wages and conditions, comparable to 
colleagues in other education contexts, the likelihood of teachers leaving long day care 
for greener pastures continues, and thereby, compromises current ECEC policy goals.  
Theoretical and methodological significance of the study 
Framed by social constructivism, the research used case study as the research 
method. Within the constructivist paradigm, case study afforded in-depth understanding 
of why Early Childhood Teachers chose to stay working in long day care. It examined 
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their individual values, beliefs and actions. The small, purposefully selected sample 
allowed in-depth understanding of the phenomenon. In line with case study methodology 
(Stake, 2000), this study used in-depth interviews as the main method to elicit the Early 
Childhood Teachers’ multiple realities of working in long day care. A pilot study was 
conducted to test the guiding questions, time allocated for the interview, the recording 
tools and my ability to carry out an interview and transcription prior to the study proper 
(Stake, 1995). Thematic analysis of interview data identified and described patterns, 
themes and categories (Patton, 2002), in line with the social constructivism paradigm 
(Braun & Clarke, 2006). Data were analysed holistically to generate patterns and themes 
by studying each interview individually before looking for similarities and differences 
within and between interviews. QSR International's NVivo 10 Software was a useful tool 
for managing the preliminary overview of the data.  
This study adopted an ecologically informed approach to understanding the 
factors that support the attraction and retention of Early Childhood Teachers to long day 
care. This model acknowledges that transitions play an important role in retention of 
Early Childhood Teachers in long day care. The transition of Early Childhood Teacher to 
long day care must be conceptualised in terms of relationships between the Early 
Childhood Teacher and their surrounding contexts. Social constructivism also enabled a 
closer look at the social relations that foster the enabling and/or challenging experiences 
of the Early Childhood Teacher working in long day care. Finally, as the inclusion of 
Early Childhood Teachers in long day care is a point-in-time change for ECEC, 
consideration was given to how contexts and relationships develop and may be supported, 
and how change and stability in these relationships shape Early Childhood Teachers’ 
experience of working in long day care.  
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Priorities for future research 
What keeps Early Childhood Teachers working in long day care has been detailed 
within the current study. These findings resonate with those of other recent studies on 
working in ECEC, in Australia and overseas (Boyd, 2013; Sezgin & Erdogan, 2015; 
Sumsion & Barnes, 2013; Thorpe, Boyd, Ailwood, & Brownlee, 2011). There remains, 
however, priorities for future research that would contribute significantly towards 
addressing this most important issue in ECEC.  
The current study has identified a range of factors impacting on the work, job 
satisfaction and retention of Early Childhood Teachers in long day care, but emphasises 
the critical need for further research that takes a broader view of educators working in 
long day care and factors impacting on their job satisfaction and retention in ECEC 
services prior to school. In part, this is being addressed through the Australian Research 
Council (ARC) Linkage Project Identifying effective strategies to grow and sustain a 
professional early years workforce study (Lead CI Professor Karen Thorpe). The current 
study was undertaken on a linked scholarship and is nested within the ARC project. This 
ARC project is a large-scale national study being undertaken by a multi-disciplinary 
research team, from Queensland University of Technology and Charles Sturt University, 
in collaboration with the Queensland Department of Education and Training, C&K 
Queensland and Goodstart Early Learning. Tracking occupation trajectories and pathways 
of ECEC professional development over time, the ARC project aims to identify the 
personal, professional and workplace mechanisms associated with staying and training in 
the ECEC workforce. This large study seeks to provide insight into the effectiveness of 
current Government and sector workforce strategies and an evidence-base to support 
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enhanced engagement, qualifications and training and workplace conditions for the ECEC 
workforce. 
Another potential area for research is further investigation of the professional 
identity of Early Childhood Teachers working in long day care and the perception, 
evidenced in this study, that ‘real’ teachers work in other education settings. The 
educational contribution made by those working in the ECEC sector prior to school needs 
to be better understood and promoted if teaching in long day care is to be seen as a 
profession, equal to teaching in other education contexts, and, thereby a potential career 
of choice. Although not feasible for this study, it is also important for future research to 
focus on how ECEC centres, organisations, government and the broader ECEC profession 
can work together to support professionalising of the workforce. For example, what are 
the implications of professional wages for educators and service providers in long day 
care?  
A qualified and skilled ECEC workforce will play a critical role in 
professionalising ECEC. Improvement in educator quality and qualifications is known to 
affect children’s early learning, transition to school, and life chances. Strategies to 
identify ways governments, ECEC organisations and the broader community to work 
together to grow a professional, skilled and stable workforce, need to be found to support 
long day care career trajectories and work lives for educators working in long day care. 
Without doubt, these must strengthen professional recognition and valuing of Early 
Childhood Teachers working in long day care. Recruitment and retention of high-quality 
Early Childhood Teachers will improve if ECEC is more widely recognised, within 
government, the community and the education profession, as a rewarding, challenging 
and important career with clear pathways for progression and recognition.  However, 
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there is also urgent need to address adverse pay and work conditions. While disparity of 
pay and conditions remains, teachers working in long day care will continue to consider 
future employment options, beyond long day care. 
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Appendices  
 
Appendix A  Early childhood teaching qualifications 
Early childhood teaching qualifications 
Qualifications list 
  
In September 2013, ACECQA determined that a person who holds ALL of the 
following will be recognised as equivalent to an early childhood teacher: 
• a primary teaching qualification that includes at least a focus on children 
aged 5 to 8 years old (e.g., a qualification with a focus on children aged 3 to 8 or 5 
to 12) AND 
• teacher registration in Australia (or accreditation in New South 
Wales) AND 
• an approved education and care diploma or higher qualification (e.g., 
approved graduate diploma) published on ACECQA's qualification lists. 
This transitional measure will be reviewed in 2016. Details of this approval are 
contained in the above list. 
Under regulation 137 of the Education and Care Services National 
Regulations ACECQA must publish a list of approved and former approved early 
childhood teaching qualifications. It replaces any existing state and territory lists of early 
childhood teacher qualifications from 1 January 2012. 
A person who holds an approved early childhood teaching qualification is an early 
childhood teacher for the purposes of the Education and Care Services National Law and 
Regulations. 
A person who holds a former approved early childhood teaching qualification is 
an early childhood teacher for the purposes of the Education and Care Services National 
Law and Regulations if the person completed the qualification before 1 January 
2012. Alternatively, if the person was enrolled in the qualification before 1 January 2012 
they will be an early childhood teacher once they complete the qualification. 
Early childhood teaching students are able to be counted as diploma level 
educators for ratio purposes while they are 'actively working towards' an approved early 
childhood teaching qualification. For information on how, or when, a person is 
considered 'actively working towards' an approved early childhood teaching qualification 
please visit our actively working towards page. 
Please note, teacher registration requirements may also apply in your state or 
territory. 
Most qualification requirements are set out in part 4.4 of the National Regulations. 
Please be aware that many states and territories have saving and transitional provisions 
which affect qualification requirements – those provisions are included in chapter 7 of the 
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National Regulations. If you have enquiries about state or territory specific saving and 
transitional provisions, please contact your regulatory authority. 
A summary of the early childhood teacher requirements for centre-based 
services educating and caring for children preschool age or under is set out below: 
Number of 
children Early childhood teacher requirement 
Fewer than 
25 approved places 
at the service or 
fewer than 25 
children 
in attendance  
From 1 Jan 2014 in all states and territories 
At least 20 per cent of the time that the service 
provides education and care, the service must have access to 
an early childhood teacher working with the service. 
25 to 59 
children in 
attendance on any 
given day 
From 1 Jan 2014 in all states and territories 
Saving provision applies in NSW* 
 If a service operates for 50 or more hours a week, an 
early childhood teacher must be in attendance at the service 
for six hours on the given day. 
If a service operates for less than 50 hours a week, an 
early childhood teacher must be in attendance for 60 per cent 
of the operating hours of the service on the given day. 
These requirements do not apply if the service has 25-
59 approved places, and employs or engages a full time or full 
time equivalent early childhood teacher at the service. 
60-80 
children in 
attendance on any 
given day    
From 1 Jan 2014 in VIC, QLD, SA, TAS, ACT, NT 
Saving provision applies in NSW* 
If a service operates for 50 or more hours a week, an 
early childhood teacher must be in attendance at the service 
for six hours on the given day.  
If a service operates for less than 50 hours a week, an 
early childhood teacher must be in attendance for 60% of the 
operating hours of the service on the given day. 
These requirements do not apply if the service has 60 
to 80 approved places, and employs or engages a full time or 
full time equivalent early childhood teacher at the service. 
From 1 Jan 2020 in VIC, QLD, SA, WA, TAS, ACT, 
NT 
Saving provision applies in NSW* 
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If a service operates for 50 or more hours a week, an 
early childhood teacher must be in attendance at the service 
for six hours on the given day, and second early childhood 
teacher or suitably qualified person must be in attendance at 
the service for at least three hours on the given day. 
If a service operates for less than 50 hours a week, an 
early childhood teacher must be in attendance for 60 per cent 
of the operating hours of the service on the given day, and a 
second early childhood teacher or suitably qualified person 
must be in attendance for at least 30 per cent of the operating 
hours on that day. 
These requirements do not apply if the service has 60 
to 80 approved places, and employs or engages a full time or 
full time equivalent early childhood teacher at the service, and 
employs or engages a second early childhood teacher or 
suitably qualified person for half the hours or full time 
equivalent hours at the service. 
More than 
80 children in 
attendance on any 
given day    
From 1 Jan 2014 in VIC, QLD, SA, WA, TAS, ACT, 
NT 
Saving provision applies in NSW* 
If a service operates for 50 or more hours a week, an 
early childhood teacher must be in attendance at the service 
for six hours on the given day. 
If a service operates for less than 50 hours a week, an 
early childhood teacher must be in attendance for 60 per cent 
of the operating hours of the service on the given day. 
These requirements do not apply if the service has 
more than 80 approved places, and employs or engages a full 
time or full time equivalent early childhood teacher at the 
service. 
From 1 Jan 2020 in VIC, QLD, SA, WA, TAS, ACT, 
NT  
Saving provision applies in NSW* 
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If a service operates for 50 or more hours a week, an 
early childhood teacher must be in attendance at the service 
for six hours on the given day, and a second early childhood 
teacher or suitably qualified person must be in attendance at 
the service for at least six hours on the given day. 
If a service operates for less than 50 hours a week, an 
early childhood teacher must be in attendance for 60 per cent 
of the operating hours of the service on the given day, and a 
second early childhood teacher or suitably qualified person 
must be in attendance for at least 60 per cent of the operating 
hours on that day. 
These requirements do not apply if the service has 
more than 80 approved places, and employs or engages a full 
time or full time equivalent early childhood teacher at the 
service, and employs or engages a second full time or full time 
equivalent early childhood teacher or suitably qualified person 
at the service. 
Source taken on 21 August, 2014 from http://acecqa.gov.au/early-
childhood-teaching-qualifications 
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